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INTRODUCTION 

Rohima C. Wade 

As a social studies teacher with a commitment to the mission of my profession— develop- 
ing an informed and active citizenry— I sometimes find it easy to become disheartened. I 
look at our society and see the growing divide between the have’s and have-not’s, too 
many children living in poverty, the institutionalization of racism limiting the health and 
well-being of the nation’s people of color, and a citizenry who, by and large, care most 
about “what’s in it for me” and little about trying to improve society through local civic 
efforts or state and national politics. 

Despite these and other signs of the degeneration of our democracy, I have hope. 
The source of my hope is evident in the pages of this publication: the classroom teachers 
and their students who, with energy, determination, and creativity, are applying lessons 
learned in their social studies classrooms to active civic involvement in their communi- 
ties. On a daily basis, the social studies teachers who share their stories here and many 
others like them across the country are taking the time to identify community needs and 
problems, to teach the necessary skills to make a difference, and to entrust their students 
to take action in the community on behalf of the common good. 

The subject of this publication, which is the ninety-seventh bulletin of National Council 
for the Social Studies, is the method that these teachers are using to connect curriculum 
with community: service-learning. Service-learning is the most recent initiative in a long 
history of efforts both within and outside of schools to foster civic participation and 
volunteerism. The idea behind service-learning is to make the most of students’ commu- 
nity service efforts, to connect them with academic skills and content, and to encourage 
students to reflect on and learn from their experience. Although service-learning projects 
can occur within any subject area, they have a particular suitability for the social studies, 
given the discipline’s focus on the skills, values, and knowledge inherent in democratic 
participation. 

In this bulletin, readers will find many examples of what service-learning can look 
like in the social studies curriculum. The projects described here go far beyond typical 
community service activities, such as volunteering an hour a week at a community agency. 
The teachers and students represented in these pages engage in civic participation through 
community partnerships, advocacy efforts, public policy making, and political action. 
They learn about complex social issues, how government works, and what to do when 
they face roadblocks in trying to create change. They also put valuable content and skills 
from their social studies curriculum to work in the process. 

Although the term service-learning was coined sometime in the late 1970s, the move- 
ment to incorporate service in the academic curriculum has mushroomed in the last 
decade. As a social studies educator reading this bulletin, you have probably heard the 
term “service-learning” before. Perhaps you already incorporate service activities in your 
curriculum or are considering doing so. Unfortunately, most social studies classrooms 
are still based almost exclusively on the textbook, requiring students only to read, write 
answers to end-of-chapter questions, and periodically take tests covering the textbook 
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material and class lectures. Whether you are an experienced service-learning practitioner 
or a teacher who is beginning to question the usefulness of the textbook-lecture-based 
curriculum in a democratic society, this bulletin has been written for you. It is my hope 
that the stories and information in this bulletin will provide you and other social studies 
teachers nationwide with new ideas and inspiration to get students of all ages direcdy 
involved in learning the lessons of citizenship firsthand. 

Chapter 1 provides a definition of service-learning, an overview of the history of 
service and service-learning in our nation’s history and in the social studies in particular, 
and a description of the necessary components for effective service-learning projects. 
Social studies teachers embarking on service-learning for the first time may want to use 
the list of components as a checklist for designing a quality project. Those experienced 
with service-learning will benefit from reflecting on their practice and seeking out new 
ideas to enhance their current civic education efforts. 

Chapters 2 through 4 present twelve teachers’ stories of their service-learning projects. 
From elementary through high school, the service-learning projects described in these 
pages illustrate the wide range of activities that can be labeled “service-learning.’’ In an 
effort to assist readers to link these projects to their own curricula, each story begins by 
identifying the relevant NCSS standards for the project and listing the social studies 
curriculum objectives. 

However, it is important to note that these projects are not meant to be replicated in 
other classrooms. As the stories here illustrate, effective service-learning projects grow 
out of course content, curriculum objectives, students’ interests, and the needs of the 
local community. Thus, they cannot serve as blueprints for teachers embarking on ser- 
vice-learning. Instead they provide seeds for others’ projects, new ideas to reflect on, and 
testimonies to the power of service-learning for enhancing students’ commitment to be- 
ing involved in their communities. 

Readers will find an incredible diversity within these teachers’ stories. Some projects 
take place within a single unit or course; others are multidisciplinary or involve the 
whole school. The projects described in these pages take place in urban, rural, and sub- 
urban settings from every region of the country. Collectively, they reveal that service- 
learning can be an effective component of any social studies classroom at any level. 

Despite the differences in the stories, each project addresses important elements of 
quality service-learning experiences: careful planning, curriculum integration, structured 
reflection, student ownership, community input, and evaluation, among others. The teach- 
ers write honesdy about their efforts, expose the challenges and shortcomings they faced, 
and exult in the positive outcomes they noted in their students and the communities they 
served. They describe the evolution of their efforts and note how factors outside of 
themselves, such as local regulations or students’ experiences, affected the course of their 
projects. The teachers write about how they attempted to address the challenges they 
and their students faced in trying to understand complex social issues or create changes 
within societal bureaucracies, and how they enlisted personnel and financial support to 
assist them. 
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Most exciting, perhaps, are the outcomes for students and communities described in 
these stories. Projects grow and effect changes in ways the teachers themselves never 
could have envisioned. Students learn that community members will take them seriously 
and that youth have the power to make significant changes in their communities. Sur- 
veys reveal changes in students’ attitudes and understanding of course content based on 
their service experience. Many students continue to be involved in civic activities as a 
result of their service-learning activities; some even choose a career based on their expe- 
riences in the community. These and other benefits of service-learning provide busy 
social studies teachers with increased motivation to continue their efforts to link students 
with their communities. 

Teacher training in servicedearning is essential if more students nationwide are to 
benefit from what service-learning has to offer. Chapter 5 focuses on service-learning in 
social studies teacher education, both at the preservice and in-service levels. Following a 
brief review of the literature on and several rationales for incorporating service-learning 
in teacher education, Joan Rose describes how she involves her social studies students in 
learning about servicedearning as pedagogy. 

Finally, Chapter 6 addresses challenges within public education, the social studies, 
and the servicedearning movement that must be addressed if service-learning is to thrive 
in the new millennium. Although dedicated teachers will continue to involve their stu- 
dents in their communities despite the effort involved, more teachers will become in- 
volved with servicedearning if schools, curriculum developers, and policymakers sup- 
port them. The NCSS position statement issued in 2000, which is one of the Appendices 
in this bulletin, highlights the importance of such endeavors. The curriculum resources, 
journal articles, and national organizations listed in the other Appendix are already con- 
tributing to this effort. It is my sincere hope that you, one of the thousands of social 
studies educators across the nation who now has a copy of this bulletin, will also contrib- 
ute to building bridges between the social studies classroom and the community through 
service-learning. 
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CHAPTER 1 



COMMUNITY SERVICE-LEARNING 
IN THE SOCIAL STUDIES 



Rahima C. Wade 

Many social studies educators in our nation’s classrooms are finding innovative ways to 
build bridges between the curriculum and the community through service-learning ac- 
tivities. Service-learning-the integration of community service with academic skills and 
content and structured reflection on the service experience— provides social studies stu- 
dents with opportunities to apply “book knowledge” to real problems and needs in the 
local community. Here are three examples of how students at different grade levels are 
fulfilling the mission of the social studies by becoming informed and active citizens. 

• As part of a social studies unit on FDR and The New Deal, high school 
students compare New Deal legislation with present laws, develop recom- 
mendations for improving services to the needy, and work with a local so- 
cial service agency to implement these changes. 

• Elementary students interview senior citizens at a nearby nursing home to 
learn about schooling and childhood games in the past. They compare their 
interview results with both present-day children’s games and those from the 
Colonial era and then develop a performance for the seniors on “The His- 
tory of Children’s Games.” 

• Middle school students studying immigration in their social studies class 
work after school at the local library helping to tutor recent immigrants to 
pass their U.S. Citizenship tests. They also write and distribute copies of “A 
Guide to Community Resources” to address new arrivals’ needs for local 
transportation, health services, housing, and jobs. 

These are just a few of the thousands of projects social studies educators have devel- 
oped to enhance students’ learning and address community concerns. These activities 
engage students in active citizenship while providing a meaningful context for learning 
social studies content and skills. Although the presence of service-learning activities in 
the social studies is growing, there are still too many classrooms in which students are 
relegated solely to reading and answering questions in textbook chapters. All social stud- 
ies students deserve the opportunity to learn about the thrills and challenges of civic 
participation that service-learning provides. The purpose of this bulletin is to provide K- 
16 social studies educators with the information and practical ideas necessary to inte- 
grate service-learning in their curricula. This chapter focuses on providing a definition 
and history of service-learning, examining the research on K-12 student outcomes in 
service-learning programs, and outlining key components and useful strategies for effec- 
tive service-learning projects. 

O 



ING BRIDGES: SERVICE-LEARNING IN SOCIAL STUDIES 



9 



DEFINING COMMUNITY SERVICE-LEARNING 

Service-learning activities take a wide variety of forms, making defining the term a chal- 
lenging task. In recognition of the need for a widely-accepted definition of service-learn- 
ing, a group of service-learning educators formed the Alliance for Service-Learning in 
Education Reform (ASLER) and created the following definition: 

Service-learning is a method by which young people learn and develop through 
active participation in thoughtfully-organized service experiences that meet 
actual community needs, that are coordinated in collaboration with the school 
and community, that are integrated into each young person’s academic cur- 
riculum, that provide structured time for a young person to think, talk, and 
write about what he/she did and saw during the actual service activity, that 
provide young people wdth opportunities to use newly acquired academic 
skills and knowledge in real life situations in their own communities, that 
enhance what is taught in the school by extending student learning beyond 
the classroom, and that help to foster the development of a sense of caring 
for others. 1 

Although most schools include some types of community service activities (e.g., canned 
food or clothing drives, fund-raisers, recycling programs) , less often do teachers enhance 
students’ learning from these experiences through integrating the service activity with 
academic skills and content and structured reflection on the service experience. Given 
social studies’ mission of developing an informed and active citizenry, service-learning is 
a particularly important offering in the social studies classroom. Students not only de- 
velop civic participation skills, values, and attitudes; they also develop firsthand knowl- 
edge of the topics they are studying in the curriculum. Learning about the past from 
people who lived it, studying local history through artifacts and old buildings, learning 
about a culture through working alongside people from that culture, or developing an 
understanding of voting through coordinating a voter registration campaign provide so- 
cial studies students with real-world understanding of social studies issues and an interest 
in social studies that can’t be matched through textbook instruction alone. 

A BRIEF HISTORY OF SERVICE AND SERVICE-LEARNING 
IN THE UNITED STATES 

Service has a long-standing history in the United States, from the early history of Native 
peoples to the government programs of the 1990s. Although U.S. citizens are often seen as 
individualistic and competitive, our nation’s history reveals a communal ethic that is evi- 
dent in grassroots movements such as the abolition of slavery and the civil rights move- 
ment as well as children’s organizations such as the Girl Scouts, Boy Scouts, and 4-H. 

The history of service in government-sponsored programs can be traced back to the 
early 1900s. Some service programs promoted by presidents in office and deemed wor- 
thy enough for funding by Congress include the following: FDR’s Civilian Conservation 
Corps, John F. Kennedy’s Peace Corps, Lyndon Johnson’s VISTA, and most recently, 
George Bush’s Commission on National and Community Service and Bill Clinton’s 
Corporation for National Service. 
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Notably in the 1980s, several privately sponsored initiatives also focused on develop- 
ing youth service opportunities. Private corporations such as Ford, Mott, and Kellogg’s 
have been instrumental in providing funding for the Campus Outreach Opportunity 
League in 1984, and Campus Compact, the National Association of Service and Conser- 
vation Corps, and Youth Service America, all in 1985. 

Service moved into the school curriculum rapidly following federal funding during 
the Bush and Clinton administrations. Although the term service-learning is a relative 
newcomer on the educational scene (experiential educators trace it back to the early 
1970s), the idea of service as an important part of the school curriculum was promoted 
much earlier by educational scholars such as John Dewey, Hilda Taba, and Ralph 
Tyler. 2 The service -learning movement in education has also been furthered by promi- 
nent national reports such as Carnegie’s Turning Points , 3 support from national educa- 
tional organizations such as the Association for Supervision and Curriculum Develop- 
ment and the National Association of Secondary School Principals, and calls for youth 
service in schools by prominent contemporary educators such as John Goodlad and 
Ernest Boyer. 



THE LEGACY OF SERVICE IN THE SOCIAL STUDIES CURRICULUM 

This history of service and civic action in the school curriculum can also be traced clearly 
in the development of the social studies. At the turn of the century, as our society shifted 
from rural to urban, educators realized the need for an explicit civic education in the 
schools. Although some educators advocated a social reconstructionist approach, 4 oth- 
ers, notably Arthur Dunn, 5 promoted service in the community as a central feature of the 
social studies curriculum. 

Dunn, who later became a member of the 1916 Social Studies Committee, which 
gready influenced the direction of social studies curriculum in the United States, taught 
community civics in Indianapolis schools as early as 1904. Dunn had his students iden- 
tify specific community problems in the urban setting and then develop and apply their 
solutions. Perhaps the earliest description of something akin to service-learning was writ- 
ten by the civics subcommittee of the 1916 Social Studies Committee headed up by 
Dunn. 6 

The good citizen can be defined as a person who habitually conducts himself 
with proper regard for the welfare of the communities of which he is a mem- 
ber, and who is active and intelligent in his cooperation with his fellow mem- 
bers to that end. 7 

What the committee then called “community civics” was to be offered throughout 
the grades, intensifying during “five periods a week” during the freshman year of high 
school. The specific aims of community civics included seeing the importance and sig- 
nificance of community welfare, knowing the social agencies that support these elements, 
and recognizing and responding to one’s civic obligation through direct action in the 
community. The committee members highlighted that “He (the student) must be given 
an opportunity ... to live (italics in the original) his civics both in school and in the com- 
munity outside.” 8 
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As the concept of service in the social studies curriculum moved from theory to 
practice, textbooks were developed for two courses of study, Community Civics and 
Problems of Democracy. The former course, however, lasted only a decade, and Prob- 
lems of Democracy largely disappeared by the 1950s, both to be replaced by the more 
traditional lecture-worksheet approach and a heavy emphasis on historical and social 
science content knowledge. 

The idea of service-learning in the social studies was again seriously considered in 
the 1960s through several programs and publications. 9 Service-learning was also pro- 
moted through National Council for the Social Studies (NCSS) publications and several 
methods textbooks. 10 Most recendy, NCSS developed a Position Statement on Service- 
Learning (see Appendix 2 of this Bulletin) and a Special Interest Group on Civic Educa- 
tion and Service-Learning. 

It is important to note that these efforts have not always coincided with widespread 
service-learning practice in the schools. The 1990s, however, find social studies educators 
across the nation increasing their use of service-learning, with support from these publica- 
tions and federal and state funding for program development and teacher training. 11 

RESEARCH ON K-12 STUDENTS IN SERVICE-LEARNING PROGRAMS 

The history of service in our society and the social studies provides a supportive back- 
drop for examining whether or not service-learning is a viable means of instruction in K- 
12 social studies classrooms. Ultimately, this question can best be answered by examin- 
ing the research on K-12 student outcomes. 

First, advocates of service-learning list numerous potential outcomes of students’ in- 
volvement in serving the community. Educators have asserted that service-learning may 
positively influence the following aspects of student development: academic skills, prob- 
lem-solving skills, critical thinking skills, ethical development, moral reasoning ability, so- 
cial responsibility, self-esteem, assertiveness, empathy, psychological development, civic 
responsibility, political efficacy, tolerance and acceptance of diversity, specific skill acquisi- 
tion relevant to the service tasks, and career goals and knowledge. 12 Some educators also 
claim that service-learning can lead to a decrease in behavior problems, increased enthusi- 
asm for school, and students serving as positive role models for other students. Not all of 
these assertions are backed by the research; in fact, many of these issues have not thus far 
been thoroughly studied. A summary follows of the research on K-12 student outcomes in 
three areas relevant to social studies education: (1) academic development, (2) social and 
personal development, and (3) political efficacy and participation. 

ACADEMIC DEVELOPMENT 

Of key interest to many teachers is the question “Will service-learning involvement in- 
crease my students’ learning of course content?” Unfortunately, the research addressing 
this question is neither extensive nor conclusive. In general, the few studies focusing on 
this question have revealed that the academic achievement of students performing ser- 
vice does not usually differ significantly from control students. 13 The good news in this 
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finding is that service time spent outside the classroom does not reduce students’ learn- 
ing of course content. This assertion is supported by two studies in which active learning 
outside the classroom had no negative effects on academic achievement. 14 

There are, however, a few more promising findings in regard to academic develop- 
ment. Programs that involve cross-age or peer tutoring, in particular, seem to be effective 
in enhancing both tutors’ and tutees’ academic skills. 15 Shumer noted that service-learn- 
ing students improved their attendance and school grades, as compared to a control 
group, 16 and Williams found that students engaged in fieldwork had higher grade point 
averages at the completion of their program. 17 Root noted in her review of the research 
on K-12 outcomes that when the service activity is carefully matched with course con- 
tent, academic gains are greater (for example, internships in a local government office as 
part of a government course). 18 Also, several studies have shown that students engaged 
in service-learning develop greater higher level thinking skills than do control students. 19 

SOCIAL AND PERSONAL DEVELOPMENT 

Conrad concluded that “the most consistent finding of studies of participatory programs 
is that these experiences do tend to increase self-esteem and promote personal develop- 
ment.” 20 Overall, the literature suggests that personal and social development are the best 
documented outcomes of secondary school-sponsored community service programs. 21 
Although not every study has been positive, numerous researchers have found gains in 
self-esteem, competence, or general self-worth as a result of participation in community 
service or service-learning programs. 22 



POLITICAL EFFICACY AND PARTICIPATION 

Of great import to social studies educators is the question of whether or not service- 
learning leads to increased political efficacy and/or civic participation. Findings are mixed 
in this regard, yet it seems that service-learning experiences focusing specifically on local 
government or political issues are more likely than are other types of programs (such as 
volunteering in a day care center or building a nature trail) to lead to increased political 
efficacy. 23 

In regard to youth volunteer activities leading to future civic involvement, a series of 
studies conducted by The Independent Sector revealed that early community service 
experience is a strong predictor of volunteering for teens. 24 This finding is supported by 
several other studies as well. An early study of twenty-seven school-based programs 
suggested that service-learning is associated with reports of increased interest in volun- 
teering in the future. 25 Also, a recent literature review revealed that high school students 
who participated in community service or school governance were more likely than were 
nonparticipants to be engaged in community organizations and in voting fifteen (or more) 
years later. 26 

Of considerable importance is the fact that schools play a critical role in whether 
youth get involved in their communities or not. Among teens who reported that their 
schools encouraged volunteer service, three quarters volunteered. “Regardless of race or 
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ethnic background, if individuals are asked to volunteer they are more than three times 
as likely to volunteer than if they are not asked .” 27 In a study by the Wirthlin Group, 74 
percent of the teens surveyed indicated that they did not volunteer because they did not 
know how to get involved, while 60 percent said it was because they were never asked. 28 
As in the Independent Sector studies, the Wirthlin Group found much higher involve- 
ment in community service when schools placed emphasis on its importance. 

SUMMARY OF THE RESEARCH 

What can social studies educators conclude from this brief review of the research on K- 
12 student outcomes? First, it is obvious that service-learning is not a “magic bullet” that 
will enhance every student’s academic achievement, self-esteem, and future civic involve- 
ment. The research as a whole, however, points to the promise of thoughtfully structured 
experiences that bring about positive results. If social studies educators develop service- 
learning projects that involve teaching others what is being learned and/or carefully match 
the project activity to the curriculum, academic achievement is more likely. And at the 
very least, time spent outside of the classroom on service activities is unlikely to diminish 
students’ academic learning. Additionally, almost all types of service-learning enhance 
students’ personal and social development, and students appear to be much more likely 
to continue to be involved in their communities if they are encouraged to participate 
through the school curriculum. 

These findings provide considerable support for service-learning among educators 
committed to the civic mission of the social studies curriculum. “Quality counts” and 
“context matters” are two critical edicts when considering the design of effective service- 
learning experiences. Most of the positive findings cited above came from studies that 
focused on exemplary service-learning programs (e.g., those that included substantial 
time spent on service and reflection and carefully matched learning and service goals). 
The next part of this chapter focuses on the essential elements of a quality service-learn- 
ing project. 



ESSENTIAL ELEMENTS OF QUALITY SERVICE-LEARNING 

The definition of the Alliance for Service-learning in Education Reform that was cited 
previously lists many of the essential elements of quality service-learning programs. Addi- 
tional sources for more detailed discussion than can be provided here include the follow- 
ing: Principles of Combining Service and learning; 29 Service-Learning: Core Elements; 30 
and Community Service-learning: A Guide to Including Service in the Public School Cur- 
riculum. 31 Seven central elements for quality service-learning programs are addressed here: 
preparation, collaboration, service, curriculum integration, reflection, celebration, and evalu- 
ation. 
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PREPARATION 

Planning and preparing for a service-learning project are critical steps in fostering suc- 
cess. There are many ways to begin planning a project. Some social studies teachers start 
with their curricular goals and consider what types of service experiences will enhance 
course content and skills. Others, particularly at the elementary level, develop the ser- 
vice activity first and then create curriculum connections with social studies and other 
subject areas, such as language arts and math. With all projects, it is wise to begin by 
considering the parameters for the scope of the experience . 32 How much time do you 
want to devote to the service and reflection activities? Are there funds and transportation 
to support an out-of-school experience or would it be better to focus on a school-based 
need or problem? What community agencies are within walking distance of the school? 
Is there a particular issue that is of concern to you, your students, and/or the commu- 
nity? What types of service activities easily connect with your curricular goals? 

Teachers should be sure to include all stakeholders in the planning of the project. 
Students and community agency members should have a say in how the project unfolds. 
Infor min g parents and administrators during the planning stage can help to address any 
concerns and potentially lead to additional resources and supporters. Are there other 
faculty or staff in the school that might work with you on this project? 

Considering the logistical aspects of your service-learning project during the prepara- 
tion stage may thwart potential problems down the road. Consider issues such as sched- 
uling, transportation, and liability for off-campus activities. If your project will need fund- 
ing, brainstorm possible avenues for acquiring this support. Will you need additional 
adults to help supervise students in the community? Oftentimes students can be espe- 
cially helpful in coming up with ideas to address the logistical aspects of the project. 

Orientation is another key activity during the planning phase. If students are going 
out into the community to work with others or help out at a community agency, they 
need to be prepared for this experience. Likewise, if the agency is new to student volun- 
teers, it may be helpful to orient agency members in regard to their expectations of the 
students. 

Finally, think about the learning component of your project during this early stage. 
How will you ensure that students connect their experience with the course content? In 
what ways and how often will you have students reflect on their experiences in the 
community? How will you evaluate student learning? Planning ahead will ensure that 
your project is a success, both in the community and in the classroom. 

COLLABORATION 

Service-learning projects generally involve several types of collaboration. First, it is likely 
that students will work together in small or large groups to carry out various aspects of 
the project. They may also be working directly with others in the community, perhaps 
serving senior citizens, preschoolers, or individuals with economic or health needs. Of- 
ten the individuals with whom they are working are different from themselves culturally 
or in other sig nifi cant ways. Do your students have the skills for these varied types of 
collaborations? If not, which civic education skills will be important to teach them in the 
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classroom? Some possibilities include interview skills, conflict resolution strategies, or 
decision-making techniques. Minkler identified several democratic skills that students 
may use in conducting service-learning projects: respectful deliberation and dialogue, 
coalition building, developing creative solutions that meet everyone’s needs, and gather- 
ing support from a broad audience in the community . 33 

As the teacher, it is likely that you will be collaborating with others with whom you 
have not been involved before. Think about who might be potential collaborators in 
your school, neighborhood, and local community. If you are approaching a particular 
community agency about a possible collaboration, be sure to consider the agency’s point 
of view. Rather than propose a specific project, ask the agency director what needs or 
problems the agency is most concerned with at this time. Then brainstorm project possi- 
bilities with your students and agency members to develop a plan that is mutually benefi- 
cial for all involved. 

It is important to note that collaborations with community members are likely to 
change over time. Initial enthusiasm can lessen if a project is not conducted with care. 
Agencies may be cautious about taking on student volunteers if they have not previously 
done so. In a successful service-learning project, community members will come to value 
the services your students provide and continue to invest the agency’s time and resources 
toward your collaboration. 

SERVICE 

True service is more than an action; it is an attitude, a relationship, and a way of being in 
the world. There are numerous types of service projects suitable for the social studies 
curriculum. Although the following categories are somewhat arbitrary, service experiences 
can be labeled as direct, indirect, or advocacy activities. 

Direct service involves working with others in the school or community or hands-on 
involvement with animals or the environment. Students may work with senior citizens, 
younger children, individuals who are learning English as a second language, people 
with disabilities or illnesses, or people living in poverty. Whenever possible, individuals 
from these groups should be included in the planning phase of the project to ensure that 
the activities will be mutually beneficial for all involved. The best service-learning projects 
ensure that all individuals involved are contributing their skills, talents, and interests 
toward making the community a better place for everyone. Students can sometimes de- 
velop condescending attitudes toward those they are helping and may need to be re- 
minded that service-learning should be about solidarity, not charity. 

Indirect service activities are fund-raisers or collection programs that generate money 
or resources that can be contributed to an organization working on a community problem. 
Although indirect service activities are generally easier to coordinate because they can be 
completed at school, teachers should consider the value of students working direcdy with 
others as well. Following are just a few of the ways students and teachers can fund-raise for 
a worthy cause: passing the hat at a meeting; canvassing door to door or by telephone; 
holding a dance; sponsoring a performance; sponsoring a concert; screening a movie; 
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sponsoring a walk-a-thon, work-a-thon, or road race; creating a newspaper signature ad; 
organizing a festival or carnival; selling T-shirts, bumper stickers, buttons, etc.; holding a 
raffle; having a bake sale; having a yard sale; or coordinating a car wash. Students can 
organize schoolwide collections of the following items: canned food, newspapers and other 
recyclables, animal shelter supplies (food, toys), clothing, books, infant items (e.g., dispos- 
able diapers, formula, baby food), or personal hygiene supplies (e.g., toothpaste, soap, 
shampoo) . A third type of indirect service project is an adoption program where students 
pay for the preservation of rainforest acreage or endangered species. 

Perhaps the most useful types of service-learning experiences for social studies edu- 
cators concerned with developing students’ civic participation skills are advocacy activi- 
ties. The following activities give students opportunities to share what they have learned 
with others in the community, to work for community improvement through social and 
political channels, and to learn a variety of methods for public communication. Most of 
these activities are more suitable for secondary students, though several could be adapted 
for the elementary level. Advocacy activities include the following: creating public dis- 
plays; offering public performances; writing editorials; making public service announce- 
ments; lobbying public officials; developing and distributing pamphlets, leaflets, or fly- 
ers; speaking at public meetings; phoning public officials; writing letters to public offi- 
cials; writing a newsletter; developing a speaker’s bureau; setting up a public hearing; 
boycotting products or businesses; organizing a demonstration or protest; writing a news 
release; participating in a call-in radio show; writing a grant; circulating a petition; pro- 
posing a bill for a new law; being a youth representative on a local board or city council; 
campaigning for an issue, ballot item, or candidate; planning a news conference; making 
and putting up posters; conducting a survey or public opinion poll and publicizing the 
results; setting up a telephone hot line; holding a contest; developing and distributing 
awards; developing a program for public access TV ; or setting up a web page or listserv. 

Although all of these activities provide valuable learning opportunities for young 
citizens, they take time to plan and carry out. Sometimes social studies teachers are 
concerned that the time spent on service will take away from covering course content. 
Although teachers of older students sometimes counter this problem by having them 
complete service activities during out of school time, there are several facts important to 
keep in mind here. First, students rarely remember information they don’t use for very 
long. Would you rather your students memorize thirty facts for a test this week and 
forget alm ost all of them two weeks later or would you rather your students learn ten 
facts and retain the information because they use these ideas and experience how the 
ideas apply to civic life? Service experiences not only enhance the application of class- 
room knowledge, but also increase the motivation to learn social studies content, when 
students realize that they can use their book knowledge to make a difference in their 
school or community. 
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CURRICULUM INTEGRATION 

Curriculum integration is what distinguishes a valuable service-learning project from a 
useful community service activity. Thus, it is essential that the project be connected with 
academic skills and content. Many resources are available to assist social studies educa- 
tors in brainstorming the ways service can enhance the curriculum (see the Appendix on 
Service-Learning Resources for Social Studies Educators at the end of this bulletin). 

At the elementary level, teachers often integrate service-learning into a variety of 
subject areas. For example, a fourth grade classroom studying cultures around the world 
might read books about different types of bread and their origins and then use their math 
skills to bake several types of bread for the local soup kitchen. Kindergarteners might 
brainstorm and try out ways they can help at school and at home. A second grade unit 
on neighborhood helpers or a third grade curriculum on communities presents numer- 
ous opportunities for service activities. Fifth graders studying U.S. history might identify 
several grassroots movements that have contributed to change in our country (e.g., civil 
rights, women’s movement, animal rights) and then choose one to get involved with. All 
of these projects could easily incorporate students developing their reading and writing 
skills. 

At the secondary level, when the social studies curriculum becomes more discipline 
oriented, matching the service activity with the curriculum becomes an even more im- 
portant task. Following are a few ideas for secondary level service-learning projects, based 
on commonly taught high school social studies courses. 

U.S. HISTORY 

• Interview senior citizens or long-time community members about a topic 
studied in the course. Write up the interviews and give them to the 
interviewees as an affirmation of their contributions. 

• Conduct library and firsthand research to write a history of the local com- 
munity and how its development has been influenced by national historical 
events. 

• Assist a local historical society in cataloging items, p lannin g educational 
programs, or other needed activity. 

• Plan an educational program for younger students on the true story behind 
a chosen historical event. 

• Make books on tape of historical fiction works for blind children. 

• Trace a selected social issue in the community through history (e.g., immi- 
gration, health care, racism, poverty) and develop an action plan for ad- 
dressing some part of the problem. 
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GOVERNMENT 

• Work with a local group (e.g., League of Women Voters, NAACP) to con- 
duct a voter registration drive. 

• Tutor individuals studying for their U.S. citizenship tests. 

• Research, develop, and distribute a brochure in several languages used lo- 
cally to alert teens to their civil and criminal rights and responsibilities (e.g., 
draft registration for high school males). 

• Set up a babysitting or transportation service to help those in need get to the 
polls on voting day. 

• Develop and distribute a petition for a change in a local community policy 
that concerns teens. 

• Research laws affecting immigrants to your state from other countries. Write 
to public officials to advocate for specific policy changes to improve the lives 
of immigrants. 

• Analyze school board meeting agendas and participate in meetings with 
agenda items of concern to students. 



WORLD HISTORY 

• Research the social issues or environmental problems concerning a selected 
country or area of the world. Develop an indirect service project to raise 
funds or collect needed items to send to the area. 

• Develop a speaker’s bureau connecting high school students from different 
countries with elementary classrooms studying their cultures. 

• Review current children’s books at the local library on a selected country or 
area of the world. Recommend that out-of-date books be removed and re- 
search new books to be purchased. Conduct a story hour with several of 
the new books for elementary age children. 

• Research the demographics of your community in terms of representation 
of world cultures. Interview individuals from these cultures about their prob- 
lems and needs living in the community and develop an action plan to 
address one of those needs. 



ECONOMICS 

• Research local market prices on certain items and services (e.g., staple foods, 
auto repairs, entertainment) and develop and distribute a brochure to low- 
income individuals. Include a cost-benefit analysis based on recommended 
daily requirements and cost of items. 

• Research the national and global economic components of a social issue 
(e.g., hunger, illiteracy, homelessness) and develop an action plan for ad- 
dressing some part of the problem. 
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• Fund-raise to purchase rainforest acreage. Research the needs of indigenous 
peoples in a rainforest region (e.g., Brazil) and organize a collection of needed 
items for schoolchildren there. 

• Create a video library for the high school on different careers by making 
five-minute videos of individuals in the community. Be sure to include a 
wide range of occupations and provide information about training needs 
and costs and potential salary range for each career. 

• Publish a newsletter on comparative cost analysis for commodities popular 
among students (e.g., CDs, computer games). 

REFLECTION 

Reflection is a means for reliving or recapturing our experience in order to make sense of 
it, to learn from it, and to develop new understandings and appreciation. Reflection takes 
place throughout a quality service-learning project, not just at the end of the experience. 
Critical to students’ willingness to reflect honestly and deeply is a classroom climate 
based on mutual respect, caring, and openness to divergent ideas. At the beginning of a 
service-learning project, encourage students to reflect on their assumptions, stereotypes, 
fears, desires, and other preconceived notions. During the time period students are en- 
gaged in service, they should focus on processing their feelings and experiences and on 
developing approaches to address challenges they are facing. The end of the service- 
learning activity is the best time for students to draw conclusions about their experience, 
to connect what they have learned from their experience with course goals and content, 
and to apply their knowledge to thinking about future civic involvement. 

There are numerous ways to have students reflect in a service-learning project. Often 
teachers will encourage students to keep a journal about their experiences; discussion is 
also a frequently used method. Students will gain more from the reflection process when 
teachers structure the reflection activity to focus on specific aspects of their experience. 
For example, in addition to keeping a journal or discussing what happened at the service 
site, what problems were encountered, or how students felt, social studies teachers can 
foster students’ learning by asking questions such as “What civic participation skills did 
you use during this project?” or “How did your experiences working with others in the 
community support or challenge what we learned about in the textbook?” Following are 
several questions teachers can use to help students reflect on a societal issue central to 
their service -learning project and the notion of citizenship generally. 
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SOCIETAL ISSUES 

• What new knowledge have you learned about this issue through your ser- 
vice experience? 

• What human needs or problems are created by this issue? 

• How are individuals and groups in the community (nation, world) attempt- 
ing to address this issue? 

• What historical events have been connected with this issue? 

• What are the current political, economic, and social contexts influencing 
this issue? 

• In your opinion, what are the best approaches to trying to create positive 
change concerning this issue? 



CITIZENSHIP 

• What is a good citizen? 

• What type of citizen do you think you will be when you grow up? 

• What are the ways that citizens help their communities? 

• How does a democracy depend on civic participation? 

• What would happen in our democracy if everyone participated in public 
life? 

• What would happen in our democracy if only a few individuals partici- 
pated in public life? 

• Is community service an essential component of good citizenship in a de- 
mocracy? 

• Why or why not? 

In addition to keeping a journal and having a discussion, there are many other useful 
means for fostering students’ reflections on their service experiences. They include creative 
writing, writing persuasive letters, concept mapping, writing a guide for future program 
participants, creating artistic expressions (theater, music, dance, visual arts), developing a 
schoolwide or community display, and presenting at a public meeting or conference. Many 
of these activities can also be used as a means for evaluating students’ learning. 

CELEBRATION 

Celebrating students’ service-learning efforts is not just a way to have fun at the end of 
the project. Celebration also serves a variety of other goals: publicizing the project, say- 
ing “thank you” to those who helped, developing new support for the program, and 
honoring and renewing the commitment of those who will continue to be involved. 
Celebrations can range from small student-only popcorn parties to large public events 
open to the entire community. Students should be encouraged to help plan the event and 
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to think about ways that they can share the results of their efforts (e.g., photo display, 
video, slide show, awards presentations). Of course, food is a must. Be sure to offer some 
healthy, vegetarian, and/or wheat free items for those individuals who may be on re- 
stricted diets. Celebrations that bring together most or all of a project’s participants can 
help everyone see the impact that the program has had on the community. 

EVALUATION 

Evaluation in a service-learning program serves several purposes. First, it is important to 
assess what students have learned from the experience. Was the particular service activity 
that was chosen effective in enhancing the course content and goals? Are students aware of 
the civic participation skills they used or developed during the project? What are students’ 
views about the community impact of their efforts? In general, did they believe their efforts 
were successful? Do they plan on continuing to volunteer or participate in civic life in other 
ways? Social studies teachers can answer these questions through a variety of methods 
including tests, essays, writing assignments, individual interviews, or analysis of students’ 
journals. 

A second purpose of evaluation is to make modifications in the program. Distribut- 
ing a brief survey or conducting phone interviews with project participants in the school 
or community can assist in the process of improving the project. Although surveys are 
perhaps the easiest means for collecting responses to the same questions from many 
individuals, phone or personal interviews may net more in-depth information or ideas 
that weren’t even inquired about. 

Sometimes teachers will need to collect evaluation data to provide to funding sources 
(as with a state or federal grant) or to justify continuation of the project to administrators. 
Some of the information needed can be gleaned from the evaluation measures described 
above. Often the most impressive data for these audiences, however, involves numbers 
of participants, hours spent on service, funds spent, funds saved by the agency due to 
students’ efforts, and so forth. If you know you will need to compile these data by the 
end of the project, develop a system in the beginning for doing so. Students can keep 
track of their efforts via timesheets, and agency members can be informed ahead of time 
about information that will be requested. 

CONCLUSION 

Service-learning is an especially suitable strategy for the social studies, given the profession’s 
mission of creating active and informed citizens. Teachers’ success in conducting quality 
service -learning projects will be enhanced if they collaborate with students, school per- 
sonnel, and community members; match service activities to course goals and content; 
and provide frequent and varied opportunities for students to reflect on their experience. 
Through thoughtfully structured service-learning projects, social studies teachers can 
provide their students with opportunities to connect the curriculum with community 
concerns and to develop their civic participation skills and attitudes while working on 
problems of concern in the community. 



frit 



24 



www.socialstudies.org 



Notes 

1 . Alliance for Service-Learning in Education Reform, Standards of Quality for School-Based Service-Learning (Chester, Vt. : Author, 1993) , 

1 . 

2. C. W. Kinsley, “Creating New Structures-Community Service Learning” Community Education Journal 18 (Fall 1990): 2-4. 

3. Carnegie Council of Adolescent Development, Turning Lbint: Preparing American Youth for the 21st Century (Washington, D.C . : Author, 
1989). 

4. Paul Hanna, Y)uth Serves the Community (New York: Appleton, 1936). 

5. Arthur William Dunn, Community and the Citizen (Indianapolis, Ind.: Echo Press, 1906); Arthur William Dunn, ed., Social Studies in 
Secondary Education (Washington, D.C.: Government Printing Office, 1916); Arthur William Dunn, Community Civics and Rural Lfe 
(Boston: Heath, 1922). 

6. J. L. Barnard, R. W. Carrier, A. W. Dunn, and C. D. Kingsley, The Teaching of Community-Civics (Washington, D.C.: Government 
Printing Office, 1915). 

7. Barnard et al., cited in David Warren Saxe, Social Studies in Schools (Albany: State University of New York Press, 1991), 181. 

8. Ibid , 193. 

9. Donald W. Oliver and James P. Shaver, Teaching Public Issues in the High School (Boston: Houghton Mifflin, 1966) ; Fred M. Newmann, 
Education for Citizen Action (Berkeley, Calif.: McCutchan, 1975); Maurice Hunt and Lawrence Metcalf, Teaching High School Social 
Studies (New York: Harper and Row, 1955/1968). 

10. Mary A. Hepburn, ed., Democratic Education in Schools and Classrooms (Washington, D.C.: National Council for the Social Studies, 
1983); Walter Parker and John Jarolimek, Citizenship and the Critical Role of the Social Studies (Washington, D.C.: National Council for 
the Social Studies, 1984) ; Donald W. Robinson, ed., Promising Practices in Civic Education (Washington, D.C. : National Council for the 
Social Studies, 1967); Linda Rosenzwig, Developmental Perspectives on the Social Studies (Washington, D.C.: National Council for the 
Social Studies, 1 982) ; Shirley H. Engle and Anna S. Ochoa, Education for Democratic Citizenship; Decision Making in the Social Studies (New 
York: Teachers College Press, 1988); Hunt and Metcalf, Teaching High School Social Studies, 1955/1968 ; Fred M. Newmann and 
Donald W. Oliver, Clarifying Public Controversy: An Approach to Teaching Social Studies (Boston: Litde, Brown, 1 970) ; David Warren Saxe, 
Social Studies for Elementary Teachers (Boston: Allyn and Bacon, 1994). 

1 1 . For a more detailed discussion of the historical roots of civic involvement in the social studies, see Rahima Wade and David Warren 
Saxe, “Community Service-Learning in the Social Studies: Historical Roots, Empirical Evidence, Critical Issues,” Theory and Research 
in Social Education 24, no. 4 (Fall 1996): 331-359. 

12. M. N. Alt and E. A. Medrich, Student Outcomes from Participation in Community Service (Report prepared for the U.S. Department of 
Education, Office of Research, by MPR Associates, Berkeley, Calif., 1994); Wade and Saxe, “Community Service-Learning in the 
Social Studies,” 1996. 

13. Alt and Medrich, Student Outcomes, 1994; Alan Melchior and L. Orr, Overview: National Evaluation of Serve-America, Subtitle B-l (Cam- 
bridge, Mass.: Abt Associates and Brandies University Center for Human Resources, 1995). 

14. R. Urie, Student Aides for Handicapped College Students: Final Report and Manual (Laurinburg, NC: St. Andrews Presbyterian College, 
1971); University of Pittsburgh, Evaluation Report for Senior Semester Program 1974-75 (Morgantown, W.V.: Author, 1975). 

15. P. A. Cohen, J. A. Kulik, and C.-L. C. Kulik, “Educational Outcomes of Tutoring: A Meta-Analysis of Findings,” American Educa- 
tional Research Journal 19 (1982): 237-248; D. Hedin, “Students as Teachers : A Tool for Improving School Climate,” Social Fblicy 17, no. 
3 (1987): 42-47. 

16. R. Shumer, “Community-based Learning: Humanizing Education,” Journal f Adolescence 17, no. 4 (August 1994): 357-368. 

17. R. Williams, “The Impact of Field Education on Student Development: Research Findings,” Journal of Cooperative Education 27 
(1991): 29-45. 

18. S. Root, “School-based Service: A Review of Research for Teacher Educators,” in Learning with the Community: Concepts and Models for 
Service-Learning' in Teacher Education, ed. I. A. Erickson and I. B. Anderson (Washington, D.C.: American Association of Higher 
Education, 1997), 42-72. 

19. D. Conrad, “The Differential Impact of Experiential Learning Programs on Secondary School Students” (Ph.D. diss., University of 
Minnesota, 1 980) ; D. Conrad and D. Hedin, Executive Summary of the Final Report of the Experiential Education Evaluation Project (Minne- 
apolis: University of Minnesota, Center for Youth Development and Research, 1982). 

20. D. Conrad, “School- Community Participation for Social Studies,” in Handbook of Research on Social Studies Teaching and Learning ; ed. 
James P. Shaver (New York: MacMillan, 1991), 543. 

21 . D. Conrad and D. Hedin, High School Community Service: A Review of Research and Programs (Washington, D.C. : Office of Educational 
Research and Improvement [ERIC Document Reproduction Service no. 313569], 1989); Dwight E. Giles, Jr., andj. Eyler, “The 
Impact of a College Community Service Laboratory on Students’ Personal, Social, and Cognitive Outcomes,” Journal of Adolescence 
17 (August 1994): 327-340; Williams, “The Impact of Field Education,” 1991. 

22. T W. Beister, K. Kershner, and M. W. Blair, “Evaluation of Cumulative Effects of RBS Career Education,” (Paper presented at the 
annual meeting of the American Education Research Association, Toronto, Ontario, Canada, March 1978); Conrad and Hedin, 
Executive Sumzjiary , 1982; Conrad and Hedin, High School Community Service , 1989; S. F. Hamilton and L. M. Fenzel, “The Impact of 
Volunteer Experience on Adolescent Social Development: Evidence of Program Effects,” Journal of Adolescent Research^ , no. 1 (1988) : 
65*80; Hedin, “Students as Teachers,” 1987; Fred M. Newmann and R. A. Rutter, The Effects of High School Community Service Programs 
on Students’ Social Development (Madison, Wis.: Wisconsin Center for Education Research, University of Wisconsin, 1983); W. G. 
Sager, “A Study of Changes in Attitudes, Values, and Self-concepts of Senior High Youth While Working as Full-time Volunteers 
with Institutionalized Mentally Retarded People” (Ph.D. diss., University of South Dakota, 1973); Norman A. Sprinthall and 
Ralph. L. Mosher, eds., Value Development as the Aim of Education (Schenectady, N.Y.: Character Research Press, 1978); University of 
Pittsburgh, Evaluation Report, 1975; Urie, Student Aides for Handicapped College Students , 1971. 

23. Rahima Wade, ed., Community Service-Learning: A Guide to Including Service in the Public School Curriculum (Albany: State University of 
New York Press, 1997). 

24. Virginia A. Hodgkinson and Murray S. Weitzman (with S. M. Noga and H. A. Gorski), Giving and Volunteering in the United States 
(Washington, D.C.: Independent Sector, 1992a); Virginia A. Hodgkinson and Murray S. Weitzman, Giving and Volunteering Among 
American Teenagers 12 to 11 Years of Age (Washington, D.C.: Independent Sector, 1992b). 




TNG BRIDGES: SERVICE-LEARNING IN SOCIAL STUDIES 




23 



25. Conrad and Hedin, Executive Summary , 1982. 

26. J. Youmss, J. A. McLellan, and M. Yates, “What We Know About Engendering Civic Society,” American Behavioral Scientist 40 (1997): 
620-631. 

27. Paul G. Schervish, Virginia A. Hodgkinson, Margaret Gates, and Associates, Care and Community in Modem Society: Busing on the 
Tradition of Service to Future Generations (Washington, D.C.: Independent Sector, 1995). 

28. Wirthlin Group, The Prudential Spirit of Youth Community Survey (Newark, NJ.: The Prudential, 1995). 

29. Dwight Giles, Elenn Porter Honnet, and Sally Migliore, Research Agenda for Combining Service and Learning in the 1990s (Raleigh, N.C. : 
National Society for Experiential Education, 1991). 

30. M. Langseth, “Service-Learning: Core Elements,” The Generator 10 (Spring 1990): 6. 

31. Wade, Community Service-Learning, 1997. 

32. Lillian S. Stephens, The Complete Guide to Learning Through Community Service. Grades K-9 (Boston: Allyn and Bacon, 1995). 

33. J. Minkler, “Service Learning,” in The American Promise Teaching Guide (Los Angeles: Farmers Insurance Group, 1996), 151-185. 




www.sodalstudies.org 



SERVICE-LEARNING PROJECTS FOR 
ELEMENTARY SOCIAL STUDIES 



The elementary years are an important time to lay the 
foundation for learning civic participation skills. Habits 
of mind and heart are set in the early years when stu- 
dents can learn that helping others is fun and can make 
a difference. This chapter tells the stories of four teach- 
ers who guided their young students to make a differ- 
ence in their community and world. Kate Foley’s first 
graders established a valuable cross-cultural partner- 
ship with Native American children at a Reservation 
School. Robyn Parks, a third grade teacher, took the 
risk of involving her third graders in learning about 
AIDS and in taking action on this controversial issue. 
In the B.I.G. Project, Helen Bergey facilitated 134 
fourth graders learning about the past through conduct- 
ing oral histories with senior citizens. Finally, Gerri 
Faivre shares the story of her school’s involvement over a 
thirteen year period with marine environmental activ- 
ism. All of these service-learning projects provide valu- 
able connections to the elementary social studies curricu- 
lum, while giving young students the opportunity to learn 
about their community through firsthand involvement. 
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BOOK DRIVE FOR NAVAJO STUDENTS 
Kate Foley 

St. Paul's Episcopal Day School, Oakland, California 
SUITABLE GRADE LEVEL(S): 1 -3 

RELEVANT NCSS STANDARDS: 

O CULTURE 

© PEOPLE, PLACES, AND ENVIRONMENTS 
© INDIVIDUAL DEVELOPMENT AND IDENTITY 
© INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Learn about different types of communities. 

2. Understand how and why Native Americans were relocated to reservations. 

3. Learn about the Navajo culture. 

4. Learn about the present day lives of a Navajo community. 

5. Discover similarities and common interests among children everywhere. 

PROJECT DESCRIPTION: 

Organizing a book drive for students at a school on the Navajo Nation created many 
opportunities for social studies lessons in my first grade classroom. 

Before the school year started, I read an article in a teaching magazine about students 
having pen pals in classes on various Indian reservations across the country. I asked a 
class parent to call the Bureau of Indian Affairs in Washington, D.C., to see if they had a 
school for my class. The elementary education office of the B.I.A. matched my class with 
a first grade class at Rough Rock Community School in Chinle, Arizona. Serving the 
Navajo Nation, Rough Rock is a K-12 school offering programs for toddlers, adults, 
families, high school drop-outs, and out-of-town students. 

In my classroom, the social studies unit on Navajo culture began before I introduced 
the idea of pen pals or possible service-learning projects. We discussed the settlement of 
the southwestern part of the United States and why the government moved so many 
Native American tribes to live only in designated areas. Although this is a difficult topic 
to explain to first graders, with the use of many visual aids and maps, I illustrated how 
people living in this country were relocated onto reservations. We talked briefly about 
the history of the Navajo people, including why and when they were forced to live on the 
reservation. Again using maps and posters, I included in this discussion the location of 
several other Indian reservations to illustrate to the children that the Navajo reservation 
was not the only reservation, nor is the Navajo Nation the only Native American tribe in 
our country. Next, the children found Chinle, Arizona, on individual maps, and outlined 
the boundaries of the Navajo reservation on a wall map of the state. The Chamber of 
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Commerce in Chinle had sent me several maps of the area, and other useful pictures, 
which I displayed in my classroom in our Social Studies Area. 

During the early stages of the project, letter writing skills were introduced and taught 
while my first graders wrote letters to the first grade students at Rough Rock Commu- 
nity School on the Navajo Nation. When the first batch of letters arrived from Rough 
Rock, my students were eager and bursting with excitement. Our pen pals wrote about 
the community where they live, their school, their pets, and their favorite activities. They 
mentioned and illustrated horses and catde running in their backyards, cultural celebra- 
tions in the community of Chinle, and favorite toys, and they asked what it was like to 
see the ocean. My class wrote back immediately, including stories about what it was like 
to go to the beach coupled with crayoned pictures of seashells and sand. Parts of their 
letters focused on what it was like to live in a city, the homeless people they see in the 
nearby park everyday, having a playground on the roof of our school, and how much 
they’d like to actually see a horse someday. They painted pictures of the ocean to send 
and enclosed school photos. 

Among our objectives in first grade is a study of communities that takes place in the 
fall. The children had studied several communities before this project began so they were 
able to apply what they had learned earlier in the year to this project in several ways. 
Their questions to the students in Chinle often focused on aspects of “community” (e.g., 
Do you have a post office? Do you go to the movies? Is there a swimming pool?). The 
letters they received prompted further discussions about the many different kinds of 
communities that do exist in our country, and that living on an Indian reservation is only 
one example of many. 

The letters from the Navajo children provided information that my students wanted 
to research further, which led to additional activities. Many discussions focused on the 
differences and similarities between our school and Rough Rock elementary. Our pen 
pals wrote about their classroom, their lessons, and their teacher, and we responded with 
descriptions and hand-drawn pictures of our inner-city school. These talks allowed me to 
bring into the discussion the other cultures we had studied during the school year to 
compare and contrast with what we were learning about the Navajo culture. We read 
stories in literature groups and as a whole class from the Navajo tradition. 

In art class, the children studied Navajo blanket patterns and structures. Using a 
huge wooden loom, the children were able to weave their own small blankets as well as 
study how the blankets are made according to traditional methods. We dyed yarn with 
natural dyes and graphed blanket patterns on graph paper. A parent brought in a tradi- 
tional Navajo blanket he had received from his grandmother. The blanket was unrolled 
in the middle of the classroom, while the children discussed the colors and patterns they 
had— until then— seen only in books. The children made hogans out of clay and paper 
mache. We talked about the hole left in the roof for smoke to pass through, and which 
direction the door traditionally faces when each dwelling is built. Our pen pals sent 
pictures, and the teacher I was writing to at Rough Rock sent photographs of her home. 
It was important for the first graders to see that many people on the Navajo reservation 
today still live in hogans, though not all. 
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Highlighted in the original article that I read was the fact that many of these schools 
were without basic supplies. I found out by writing to the first grade teacher that Rough 
Rock School desperately needed books. The school had a room designated as the li- 
brary, but had no books. When we learned that the students at Rough Rock needed 
reading material, we discussed what that might be like— to go to a school where there is 
no library or weekly check out times. The children were interested in why the school had 
no books, while we have so many at our school, and wanted to know what we could do 
about it. 

To begin the service aspect of our project, we discussed the important role that books 
play in our classroom. I asked the children to tell me their favorite stories, and I wrote the 
tides in a list on butcher paper. In math, we estimated how many books were on our 
shelves and talked about what it would be like not to have so many books. What would 
our classroom look like? Where would we go when it was our turn to visit the school 
library? What would we do with our third grade reading buddies? These are just a few 
of the many questions my first graders asked, as I continued to focus the many discus- 
sions on what it would be like to be without books. 

I proposed that we try to find some books to send to Rough Rock, and the children 
immediately volunteered to look at home for old books they no longer used. I sent a 
letter home to the parents of my students outlining the upcoming project and asked them 
to let their children take the lead in collecting books. I also emphasized that participation 
was optional, although all the families ultimately contributed. Several families bought 
brand new books to send, while others sent in boxes of used books. When we had 
several boxes of books from our own families, I asked the class what we should do to try 
to get more. They suggested we talk to other classes in our school. Using the ideas from 
the class, we made posters for the hallways, announced the project in our weekly chapel 
service, and visited classes on our hallway to talk about the book drive. 

When the books started arriving for the book drive, the first graders had to organize 
themselves to pick them up from the lobby of the school and to deliver them to our 
classroom. Our classroom was soon overflowing with children’s books, and the next task 
was to pack them successfully into boxes for shipping. I arranged for UPS to come to 
pick up the cartons of books after the children packed them. While one group of first 
graders decorated labels for all the books that said “To our pen pals at Rough Rock. 
Happy reading!,” another group glued the labels inside the books. The result of our book 
drive was nine boxes of donated books, some new and some used, but all of them perfect 
for a school library that has bare walls and no resources to fill them. 

After the books were sent, I asked my students to write in their journals about what 
they thought it would be like for the Rough Rock students to see our boxes arrive at their 
school. When everyone was finished, I asked some students to share their writing and 
pictures with the class. Because community service is required in our K-8 school, my 
students also drew pictures of what they remembered most from the project to include in 
their portfolios. We talked as a class about what the children felt they had learned from 
writing letters and being a pen pal. Later in the year, we received a thank you letter from 
the principal at Rough Rock. Our pen pals also sent us a class book they had made 
together, which outlined some of their cultural celebrations and traditions. I read both 
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the letter and the book aloud to my class to bring closure to our project. Many students 
left first grade with their pen pal’s home address so they could write over the summer. 

In addition to an address to write to in Arizona, I felt my students were leaving this 
project with much more. They had all learned to write a coherent letter, though, for many, 
this was an enormous project that required much adult help. Despite challenges, they all 
wrote several letters and two postcards to their pen pals in a very short time. They became 
involved with writing and receiving letters in a way that is different from how they partici- 
pate in the other monthly community service projects we complete as a class. 

Through this project, my students learned about another culture in-depth. They 
exchanged letters, photographs, drawings, postcards, and art work with children at Rough 
Rock Community School and through the process, learned how friendships are possible 
over many miles. My students have also learned that some classes in other schools do not 
have books lining the walls and do not spend hundreds of dollars on monthly book club 
offers, but most of all they have gained experience in friendship, in writing, and in giv- 
ing. For at the heart of this service-learning project, and all of those at our school, is one 
of the most important lessons for our students to learn, which is that it is in the act of 
giving that we truly do receive. 

For more iriformation about this service-learning project, please contact: 

Kate Foley 

St. Pauls Episcopal Day School 
116 Montecito Avenue 
Oakland, California 94610 
(510) 433-9797, ext. 17 
e-mail: kate _Jdley@spes.org 
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AIDS AWARENESS 
Robyn Parks 

Horace Mann Elementary School, Iowa City, Iowa 
SUITABLE GRADE LEVEL(S): 3-6 

RELEVANT NCSS STANDARDS: 

O CULTURE 

O TIME, CONTINUITY, AND CHANGE 
© PEOPLE, PLACES, AND ENVIRONMENTS 
© INDIVIDUAL DEVELOPMENT AND IDENTITY 
© INDIVIDUALS, GROUPS, AND INSTITUTIONS 
® SCIENCE, TECHNOLOGY, AND SOCIETY 
© GLOBAL CONNECTIONS 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Increase knowledge of AIDS and its effects in the community. 

2. Learn about social services provided for people with HIV/AIDS. 

3. Explore the concepts of prejudice and conflict. 

4. Use current media sources to learn about current developments with HIV/ 
AIDS in government and health agencies. 

5. Create a school community of informed, accepting, and compassionate 
people. 

6. Work to make a difference in the larger community’s acceptance of people 
with HIV/AIDS disease. 

PROJECT DESCRIPTION: 

I began this service-learning project by contacting our local AIDS support agency, Iowa 
Center for AIDS Resources and Education (ICARE), to see if they would be willing to 
have our volunteer support. After receiving a hearty welcome and some possible ways 
that third graders could contribute to the agency’s goals, I went to my building adminis- 
trator for approval of the project. Because this was my first year in a new building, she 
filled me in on some recent history, which included the death of a parent from AIDS. 
The family had been very open with the school, the parents and daughter sharing their 
experiences as the father was dying from the disease. Once I received administrative 
support, I wrote a letter home to the parents of my third and fourth graders. I told them 
my intent regarding the project and asked for their input and support. The next step was 
to hold a meeting during a September school day with students, interested parents, the 
building principal, and ICARE director. Although I wanted students to learn more about 
this disease and the impact it could have on their lives, I did not have a clear agenda as to 
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how this project would come alive for the students. At the meeting, possible service ideas 
and questions were presented by all. This meeting set in place the class mission and 
direction. 

The mission of the service-learning project was to raise others’ awareness and knowl- 
edge of HIV/AIDS and provide support service to ICARE. Activities in the classroom 
included many opportunities for students to learn, educate others, and provide service to 
the school and community. The first task for the students was to learn about HIV/ AIDS 
so that they could go out to the other building classrooms and share their information. 
Trade books were gathered for a reading center and for oral literature time. Some of the 
titles were Daddy and Me; Young Arthur Ashe: When Heroes Die; Ryan White: My Own Story; 
Earthshine; The Eagle Kite; HIV Positive; and Understanding AIDS. Videos and guest speakers 
from ICARE and the county health department provided additional information about 
HIV/AIDS. One focus was to learn about where the disease was believed to have origi- 
nated and spread over time and place. Another focus was on the social services provided 
to support the disease as well as societal acceptance and nonacceptance. A third focus 
was placed on health and the standards and values the students would begin to shape 
and hold regarding people with HIV/AIDS. 

Prejudice and conflict became ongoing conversations in the class, beyond the topic of 
HIV/AIDS. We stayed informed by current media sources (newspapers, magazines, TV, 
and the Internet) about happenings in government and health agencies, along with local, 
national, and international stories regarding HIV/AIDS. Using poster pages given to us 
by ICARE, students colored and crafted a book, Be a Friend, to use with preschool and 
primary age students. 

Along with social studies, language arts, and health science curriculum connections, 
the students completed several math activities for the service-learning project. Students 
■ estimated the number of red ribbons they could make from a one-hundred yard spool, 
how many pins would be needed, and the cost the ribbons would entail. Occasionally the 
students made ribbons during our weekly service-learning time, but mostly while they 
were listening to a book read aloud or when their work was finished early. Counting 
ribbons and pennies were weekly math activities. 

During the second year of this project, the county health educator put us in touch with 
a family who had adopted a young baby who was HIV positive. When the family came to 
visit the class, the child was five years old and receiving treatment for AIDS. As the famil y 
members spoke of their daily experiences, routines, and prejudices they faced, students 
were pleasantly surprised by how much this kindergarten student was so much like them. 

The third graders engaged in a variety of service activities. After approximately three 
weeks of increasing their knowledge of this disease, students went in small groups to the 
other classes in the building to present their information and involve them in the project 
as well. During AIDS Awareness Month (October) and World AIDS Day (December 1), 
student-made posters were on display on city transit buses, the public library, several 
local businesses, and the ICARE office. They also put up big red ribbons on the school 
chain link fence for both of these occasions. Students made red ribbons for distribution 
at ICARE and other community sites. Student art was printed for thank you cards that 
ICARE could send to its supporters, volunteers, and other agencies. 
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Students, with parental support, asked family, friends, and neighbors to give mon- 
etary donations to Mother’s Voices, a national organization that supports AIDS research. 
We also became a pen pal support team for two sisters, ages eight and nine, who were 
HIV positive. We would write letters and send care packages to them and their foster 
family. This connection was made through The Whitney Project, a peer-based children’s 
HIV/AIDS education project. (The Whitney Project is located at Rural Route 14, Box 
203, Santa Fe, New Mexico 87505; phone 505-473-7721.) 

Students reflected on their service experiences through writings that were assembled 
into books, still read in our class today. Students also discussed what they were learning, 
created interactive bulletin boards, wrote poetry, and made a class quilt. I based my 
assessments of student learning on their writing, conversations, and interactions with 
others at work and play. As a teacher, I felt encouraged when hearing students speak 
about how prejudging could limit their experiences. They were able to use this knowl- 
edge as they reflected on how some people reacted to them as they were passing out red 
ribbons on The University of Iowa campus on World AIDS Day 1995. The lesson the 
students were learning was one of compassion. Acceptance does not mean endorsement; 
it is empowerment. 

Horace Mann Elementary School students, staff, and parents were very supportive, 
bringing in pennies for the class penny jars and buying raffle tickets for the quilt that the 
class had made. The money raised was donated to IGARE. School district nurses, IGARE 
staff, and the county health office HIV/AIDS educator were supportive and knowledge- 
able, visiting the class to give information and quick reference needs. We also received 
financial and practicum student assistance through The University of Iowa’s Service- 
Learning program. 

The biggest challenge in carrying out this project was moving past my own fear of 
how the students and parents might respond initially. Once this fear was put to rest, all 
seemed relatively easy. There were times when deadlines were short and we pushed to 
get our work done. It was frustrating for the students that they never heard from the girls 
or family through The Whitney Project, even though they were told this was a possibil- 
ity before we began. The Whitney Project did let us know the family was appreciative of 
what we sent to them. Although the students knew that what they were doing made a 
difference, the importance of regular face-to-face contact seems to be very important to 
them, which was difficult to provide. They did, however, enjoy seeing their names and 
contributions mentioned in the ICARE newsletters and local newspapers. 

Two years after this project, it is gratifying to see many of the students select their 
own service projects in the upper grades that put them directly in touch with people in 
need; through working with homeless people, free lunch programs, and emergency hous- 
ing, to name a few. After re-reading the student reflection books, I am aware of their 
many successes: presenting information to their younger and older peers at school (they 
were so concerned about how the upper students would receive them), having the sup- 
port of their parents, having the kindergarten student and her family visit the class, 
raising money through the penny jars, making the quilt, attending the World AIDS Day 
celebration on the university campus, having our huge red ribbon banner on the chain 
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link fence left in place without vandalism during October, and making and distributing 
more than eight thousand red ribbons for AIDS Awareness. 

AIDS/HIV awareness is an appropriate student-based, service-learning project that 
supports many social studies objectives and is easily integrated with several other subject 
areas as well. This project provided students, parents, and school personnel with the 
opportunity to become more aware, supportive, and knowledgeable of how the AIDS 
disease affects all of us. 

For further irformation about this service-learning project, please contact: 

Robyn Parks 
Horace Mann Elementary School 
521 N. Dodge Street 
Iowa City, Iowa 52245 
phone: (319) 339-6856 
e-mail: parks@iowa-city.kl 2. ia. us 
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B I G — BRIDGING INTERGEN ERATIONAL GAPS 
Helen Bergey 

Perkiomen Valley South Elementary School, Collegeville, Pennsylvania 
SUITABLE GRADE LEVEL(S): 4-6 

RELEVANT NCSS STANDARDS: 

© TIME, CONTINUITY, AND CHANGE 
© PEOPLE, PLACES, AND ENVIRONMENTS 
© INDIVIDUAL DEVELOPMENT AND IDENTITY 
© CIVIC IDEALS AND PRACTICES 



SOCIAL STUDIES OBJECTIVES: 

1. Develop an understanding of regions of the United States through learning 
about what it was like to grow up in different parts of the country. 

2. Discover the influence that previous generations have had on the history of 
the United States. 

3. Understand the concepts of workplace and marketplace and learn how both 
have changed over time. 

PROJECT DESCRIPTION: 

Bridging Intergenerational Gaps was a service-learning project that paired 135 fourth 
grade students at Perkiomen Valley South Elementary School in Collegeville, Pennsylva- 
nia, with senior citizens to gather oral histories. In addition, the students constructed 
multiple intelligence projects to tell the story of their interviews. As the instructional 
support teacher and volunteer coordinator in my elementary building of K-5 students, I 
saw the special relationship that developed between senior citizen volunteers and stu- 
dents that they tutored. I also was aware of how our society’s transient nature has some- 
times deprived our students of the wisdom that is available from senior members of 
society. At times, I encountered negative attitudes toward aging on the part of the stu- 
dents. In addition to the social studies objectives outlined above, I wanted students to 
appreciate senior citizens as important members of society while learning history first- 
hand. I wanted senior citizens to feel a sense of belonging to the youth in our school and 
to feel that their ideas and experiences were valued. 

Preparation for the B.I.G. project began in the spring when a group of six third grade 
students with diverse ethnic backgrounds, gender, and ability were selected to be on the 
Student Planning Committee. I told them that the project, which was being planned for 
the following school year, would include having fourth grade students collect an oral 
history from a senior citizen and then create a multiple intelligence project to enhance 
their written report. The students chose a name for the project and helped set timelines 
for the following year. Their input was used in applying for a Robinson Mini Grant from 
The Constitutional Rights Foundation. We received the grant, although we would have 
carried out the project anyway because of the enthusiasm that was building. The addi- 
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tional funds helped us purchase disposable cameras, supplies, and treats for the celebra- 
tion at the end of the project. 

I met with the classroom teachers in September to explain what had been done so far 
and to get their input on the next steps for the project. As a group, we decided to allow 
the Student Planning Committee to continue to guide the project. Each of the five fourth 
grade teachers was enthusiastic and supportive, helping with the organization and logis- 
tics, as well as assisting individual students to adhere to the appropriate timelines. 

The Student Planning Committee met early in the fall to brainstorm questions to be 
used on the pre- and post-attitude surveys such as “How old is old?” and “In what kinds 
of activities do ‘old’ people participate?” The interview questions were brainstormed and 
refined, and the committee listed possible multiple intelligence projects. The students on 
the committee were also responsible for explaining the B.I.G. project to the students in 
their respective classrooms. After the pre-project attitude surveys were completed in school 
and returned, the interview questions were distributed. It was explained that these ques- 
tions were to serve as a guide rather than to be stricdy adhered to. Disposable cameras 
were available in each classroom for the students to borrow, with encouragement to take 
a picture of their senior. Later on in the project, students used these pictures in the 
HyperStudio stacks as well as in a collage of students and seniors. 

Almost all of the fourth graders independendy located a senior citizen to interview. 
Teachers paired the few students who were unable to find someone with a senior volun- 
teer or community member. After the interviews were completed, students shared their 
reports within each classroom. Then a notebook was created containing all 135 oral 
histories. Thus, students learned from each of the oral histories shared within their class- 
rooms and also had the opportunity to read the histories completed by students in the 
other classes. 

Students learned about seniors who had diverse childhoods and who lived in many 
different parts of the country. Fourth graders were interested to leam about toys, leisure 
time, prices of candy and soda, and favorite teachers from another generation. They 
compared similarities and differences between their seniors’ lives and their own lives. 

The next step was to complete multiple intelligence projects. Students were given the 
date when projects would be completed in school. We let students know that they could 
bring materials from home or use the materials available at school. When project day 
arrived, all fourth grade classes worked at the same time. Special area teachers and class- 
room aides provided support for students needing extra guidance. Projects included post- 
ers, picture albums, HyperStudio stacks, timelines, dioramas, stitchery, memorabilia col- 
lections, songs, collages, and audio and video recordings. Every single fourth grader 
completed an oral history and a project! As the facilitator of B.I.G. , the project seemed to 
be an easy task to accomplish, but I am aware that the classroom teachers were instru- 
mental when deadlines were approaching. Built-in check points ensured that no student 
would be without a senior to interview or without materials for the project. An enthusi- 
astic building principal was an asset as well. 

Students made many connections between the B.I.G. project and the social studies 
curriculum. As students were studying regions and climates of the United States, they 
developed an awareness about the impact that living in different regions had on the 
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previous generation’s childhoods, day-to-day life, and choices of careers and vocations. 
Students enhanced their map skills as they located where their senior citizens had lived. 
As students wrote individual reports on states and cooperative group reports on regions, 
they could make real life connections in terms of climate, history, and geography. 

The seniors helped make history come alive for these elementary students. Students 
compared transportation, inventions, scientific discoveries, medical advances, and tech- 
nology in the present to the past. Some of the seniors had been in the military and 
explained firsthand the impact that the Korean and Vietnam Wars had on them and the 
United States. Several of the seniors had lived through the Depression and talked about 
the hardships they experienced during that period of our nation’s history. Students also 
heard about ethnic neighborhoods, traditions, and values that developed within close- 
knit communities that are not as prevalent today. 

Many of the seniors talked about growing up on farms and in small industrial towns. 
Students were able to see how the numbers of farms have diminished over time and how 
the farming industry has been changed by advanced technology. Some seniors talked 
about people migrating to sections of the country where jobs were available. Even the 
comparison of simple items such as candy bar prices or types of common toys provided 
students with interesting history lessons. 

In addition to social studies, curriculum integration included reading because fourth 
grade literature focuses on friendships and intergenerational themes, math to compile a 
list of prices of goods then and now, and language arts where writing and oral interview- 
ing skills were enhanced. Students also used their musical, artistic, and computer skills 
when constructing their multiple intelligence projects. 

At the end of the project, we organized an Intergenerational Celebration for stu- 
dents, their parents, and the senior citizens who were interviewed. Those attending viewed 
a slide presentation using a student-created HyperStudio stack detailing the project, and 
they looked at the projects displayed in the school lobby. Through displaying the projects 
around the school, the entire student body and faculty were able to view the projects. 
(We reached an even larger audience through an article in the local newspaper). We also 
served refreshments and invited the senior citizens to comment on the B.I.G. project on 
large poster paper that was available. These comments served as their reflections of the 
project. 

Students reflected on their learning and changes in attitude by completing the post- 
project attitude survey forms. Evidence of changes in students’ attitudes can be seen in 
their responses to the following question: What kinds of activities do “old” people par- 
ticipate in? On the pre-surveys, typical responses included clean, watch TV, play cards, 
sit in a wheelchair, sit down a lot, sleep, knit, play Bingo, eat mashed foods, go to casinos, 
read the newspaper, and play board games. Contrast these ideas with students’ responses 
to the same question after the project. They wrote: ride a bike, shop, sing in the choir, 
travel, play sports, volunteer, whatever they like to do; some simply have fun; they can 
do anything; drive a car at a low speed limit; there is no limit to being old; some are very 
active; play with grandchildren, and go to shows. Both the surveys and the seniors’ 
reflections on poster paper helped students reflect further in class discussions. 
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In addition to compiling the pre- and post-attitude surveys and the interviews into 
notebooks, we created a scrapbook to detail the positive journey through the generations 
that our fourth graders took. A copy of the scrapbook was presented to the Constitu- 
tional Rights Foundation as a “thank you”! 

Both senior citizens and the students learned a lot from each other during the course 
of the B.I.G. project. This service-learning project made fourth grade social studies “come 
alive”! Additionally, students and senior citizens gained a positive understanding of an- 
other generation. By increasing the interaction between the generations, a true celebra- 
tion of age took place at Perkiomen Valley South Elementary School! 

For more information about this service -learning project, please contact : 

Helen Bergey 

Perkiomen Valley South Elementary School 
200 East Third Avenue 
Trapp, PA 19426 
phone: (610)-489-2991 
e-mail: hbergey@mriunix.7nciu.kl 2. pa.us 
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MARINE ENVIRONMENTAL ACTIVISM 
Gerri Faivre 

East Woods School, Oyster Bay, New York 
SUITABLE GRADE LEVEL(S): 3-6 

RELEVANT NCSS STANDARDS: 

O TIME, CONTINUITY, AND CHANGE 
© PEOPLE, PLACES, AND ENVIRONMENTS 
O INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© POWER, AUTHORITY, AND GOVERNANCE 
© GLOBAL CONNECTIONS 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1 . Learn about the problems and challenges involved in working to remedy a 
contemporary environmental issue (e.g., marine life). 

2. Use facts and persuasive writing in letters to government officials, newspa- 
pers, and organizations working on behalf of marine life. 

3. Understand the connections between local and global problems related to 
marine life. 

4. Learn about a variety of different civic actions that can make a difference 
(e.g., letters, petitions, public presentations, direct action, personal life-style). 

5. Identify and participate in both governmental and nongovernmental efforts 
to preserve marine life. 

6. Explore the historical aspects of the problems confronting marine life today. 

7. Recognize the role of the media in promoting public awareness and changes 
in public policy. 

8. Learn how a bill becomes a law in the U. S. government. 

PROJECT DESCRIPTION: 

In spring 1985, 1 read an article in the Long Island newspaper about an interdisciplinary, 
multimedia pilot program called “The Voyage of the Mimi.” 1 That summer East Woods 
School purchased the Mimi program on my recommendation. The program included a 
miniseries on videotape based on the old salt Captain Granville and his six-member crew 
on a summer long whale tracking expedition in the Gulf of Maine, as well as computer 
software, lesson materials, laboratory projects, and a newsletter. 

Between 1985 and 1988, my fifth grade students’ interest in whales and all marine 
mammals, oceanography, and other related marine science matters grew out of projects 
connected with The Voyage of the Mimi. New materials were added to the course of 
study, and a schoolwide Marine Week was instituted. 
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By 1987, the cross-curricular aspects of the Mimi project really began to take hold. A 
three day field trip to Boston, Salem, and Gloucester, Massachusetts, combined elements 
of English, history, and science. In addition, math classes studied nautical time, latitude 
and longitude, and charting. In science, a study of the effects of acid rain on marine life 
was added to the curriculum. Current events interest increased as newspaper clippings 
and magazine articles about marine mammals streamed into the classroom. 

The students were now also becoming authors and political activists on behalf of all 
cetaceans. The fifth graders wrote a “Kidsday” section of Long Island’s Newsday newspa- 
per with articles about saving the whales and protesting the slaughter of whales by Den- 
mark and Japan. 

In fall 1987, two sixth graders read an article in Science World magazine about a pro- 
posed island casino to be built in the middle of Stellwagen Bank, the main feeding grounds 
for humpback whales in the Gulf of Maine. Outraged by this proposal, the students 
brought it to my attention, and I encouraged them to take action. The two students 
formulated a petition, which they had signed by all members of the East Woods commu- 
nity. They also circulated the petition throughout the immediate geographical area and 
sent copies to other teachers throughout the United States whom I had met on research 
expeditions during the summer months. Petitions were also sent to the National Marine 
Fisheries Bureau and to both the Bush and Dukakis campaign. 

The petition committed East Woods to the preservation of the environment and to 
the plight of cetaceans, and strongly protested the proposal for a 155 acre island casino in 
the Gulf of Maine. Four major impacts to the environment were clearly described within 
the petition, which ultimately gathered several thousand signatures. The students re- 
ceived many letters from other students in the fifty states agreeing with their position on 
the island casino and indicating that they too had taken up the cause. So far, public 
opinion has been successful; to date, no such island casino exists in the Gulf of Maine. 

During the early spring of 1988, fifth grade students read an ad in the New Tork Times 
regarding the killing of 150,000 dolphins in tuna nets. The children were shocked by 
this, and many began convincing their parents to boycott the sale of tuna fish. They also 
requested that the kitchen staff refrain from serving tuna at school. Although this could 
not be accomplished totally, the students were able to provide alternative food choices to 
tuna fish for students who wished to abstain in support of the dolphins. Also, kitchen 
staff agreed to purchase only tuna caught on line; this agreement was documented in 
writing to the fifth graders. 

At the same time, what would become a several-year letter-writing campaign began. 
The first group of letters was mailed to Mr. David Brower of Earth Island Institute in San 
Francisco, California. Mr. Brower forwarded the students’ letters to Gerry E. Studds, 
then chairman of the House of Representatives Subcommittee on Fisheries, Wildlife Con- 
servation, and the Environment. The renewal of the Marine Mammals Protection Act 
was up for a vote that year, and the goal was to bring the killin g of dolphins down to zero. 
In a reply from Mr. Studds, the students were thanked for their concern and action, and 
encouraged to keep up their involvement. 

Our service-learning efforts also involved direct action. By the winter of 1989, East 
Woods students had participated in several beach clean up days on the north shore, 
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where the school is located. Injanuary, the students spent a Saturday braving the cold on 
the south shore beaches and placing old Christmas trees in a diamond shape to help 
catch the sand and reinforce the dunes, thereby preventing their erosion. The students 
also collected more than two hundred pounds of debris from the beach. The event was 
covered by the local media, and an East Woods student was quoted as saying, “I am 
doing something to help my children’s future.” 

At the same time, an environmental committee of students, parents, and faculty had 
been formed to prepare for The Environmental Expo to be held in May, culminating a 
year-long emphasis on environmental awareness throughout the school. East Woods was 
also working closely with The Whaling Museum in Cold Spring Harbor to coordinate 
activities that would enhance the fifth grade curriculum and help prepare the children for 
their three day trip to Mystic Seaport, with a focus on the history of whaling and life in a 
seaport community. The Whaling Museum has provided many enriching and educa- 
tional moments for East Woods students over the ensuing years. East Woods students 
have since spoken at the Whaling Museum several times based on their extended field 
studies in Florida and Canada as they pursued their education on the environment and 
marine mammals. They have also spoken at a New York State Marine Educators Student 
Conference and at the Youth Can Conference in New York City. 

In July 1989, I received a letter from Robins Barstow, Executive Director of the 
Cetacean Society International, indicating that Representative Barbara Boxer of Califor- 
nia had just introduced in the U.S. Congress a proposed bill, H. R. 2926, The Dolphin 
Protection Consumer Information Act of 1989. Mr. Barstow indicated to me that the 
letters the students had forwarded to him the previous spring had been sent direcdy to 
Representative Boxer. The letters would be highly effective in garnering support for H. 
R. 2926 and would be read on the floor of Congress. The fifth grade students also 
received a citation from the Cetacean Society International in recognition of their ex- 
traordinary letter writing effort to save dolphins dying in tuna nets. The children were 
validated beyond all expectations! The U.S. Government had listened and had under- 
stood what they were saying, and because of the efforts of the students, the government 
was going to try and do something to solve the problem. They had truly made a differ^ 
ence. One student wrote direcdy to Barbara Boxer and received a personal response 
explaining in-depth the details of HR 2926. 

During the 1989-90 academic year, the social studies classes paid particular attention 
to how a bill becomes a law, focusing on the progress of HR 2926. Representative Boxer 
kept in close contact with us regarding the labeling of dolphin-safe tuna, which would 
allow consumers a significant voice in setting environmental policy. When the bill was 
passed by Congress, East Woods School received public recognition by Newsday and 
CBS radio for being instrumental in helping to convince major tuna corporations to 
refuse tuna that were caught in nets set on dolphins. 

In the meantime, East Woods was busy planning the Marine Environment Expo for 
the spring of 1990. In May, more than 2,500 students from twenty-six Long Island schools 
were welcomed to the expo, co-chaired by a parent, Jamie Deming, and me. The Mimi, a 
seventy-two foot ketch, was the center of the expo, the culmination of a five year effort to 
involve children in environmental concerns and demonstrate to them that everyone can 
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be part of stemming the destruction of the natural world. The children of East Woods 
School, who had long embraced the study of the marine environment prior to the expo, 
published the Marine Environment Handbook , a hardcover guide to many marine science 
topics, to help sponsor the event. 

Our service-learning project on behalf of marine mammals continues to grow. As a 
result of the publicity about our school, we were selected by the Dolphin Research Cen- 
ter on Grassy Key, Florida, to assist in the establishment of an environmental education 
program for youth. In March 1999, East Woods will send its thirteenth Dolphin Re- 
search Center Team to Florida. More than 225 students and forty-five faculty members 
have participated in the program since its inception. Our students and faculty get an 
honest, in-depth look at pure marine mammal research and the environmental impact on 
our oceans. East Woods’ commitment to environmental concerns has encouraged many 
of our former students to pursue the marine and environmental sciences in secondary 
school, knowing that this choice will lead them to college courses in the same field of 
interest, and perhaps a career choice as well. 

Thirteen years have gone by since the beginning of The Voyage of the Mimi at East 
Woods School. The civic involvement, service-learning, and educational activities that 
have developed out of students’ interest in the curriculum have helped to make East 
Woods students terrestrial ambassadors for the marine environment as they continue to 
speak out on its behalf, trying to make a difference while encouraging the rest of the 
world to do the same. 



For more information about this service-learning project, please contact : 

Gerri Faivre 
East Woods School 
31 Yellow Cote Road 
Oyster Bay, Mew Y>rk 11771 
phone: 516-922-4400, ext. 313 
fax: 516-922-2589 



Notes 

1. Bank Street College of Education, The Voyage of the Mimi Pleasantville, N.Y.: Sunburst Communication. 1985 
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CHAPTER 3 



SERVICE-LEARNING PROJECTS FOR MIDDLE 
SCHOOL SOCIAL STUDIES 



Middle school students, as emerging adolescents, want op- 
portunities to exercise their independence and make their 
own choices. The stories in this chapter show how service- 
karning projects can empower early adolescents to make 
significant decisions that affect their learning and the well- 
being of their communities. Richard Bradley and Kim 
Rhodes write about how middle class eighth graders con- 
fronted the challenging social issue of homelessness, and 
related it to both their own lives and social studies units on 
The Great Depression and the United States Constitution. 
Michele Cerino tells how she connected her middle schoolers 
with local and state lawmakers to get involved with the 
political process by advocatingfor services for people with 
AIDS. In Diane Vliem s social studies class, issues related 
to hunger chosen by students led to persuasive speeches given 
to businesses and social service agencies. Finally, Deb Bra- 
dley writes about the lessons her student leaders learned 
about community planning and city government regula- 
tions through advocating the construction of a new school 
playground. These middle school students, while challenged 
by the complexity of social issues and government politics, 
learned that persistence pays off in making a difference. 
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POVERTY AND HOMELESSNESS: THE OPEN SHELTER PROJECT 
L. Richard Bradley 

Columbus, Ohio 

Kim Rhodes 

Jones Middle School, Upper Arlington, Ohio 
SUITABLE GRADE LEVEL(S): 5-8 

RELEVANT NCSS STANDARDS: 

O CULTURE 

© INDIVIDUAL DEVELOPMENT AND IDENTITY 
O INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© POWER, AUTHORITY, AND GOVERNANCE 
© PRODUCTION, DISTRIBUTION, AND CONSUMPTION 
© GLOBAL CONNECTIONS 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. See the world from the perspectives of those who are homeless. 

2. Learn about the reasons that people become homeless, the impact of pov- 
erty on people’s lives, and what people living in poverty do to cope with 
their circumstances. 

3. Think critically about a social issue (homelessness). 

4. Explore the role that local government departments play in relation to a 
homeless shelter. 

PROJECT DESCRIPTION: 

Service-learning projects related to poverty and homelessness are part of the educational 
mission ofjones Middle School. Sixth grade teams work with a child care center for low- 
income families; seventh graders work with the Homeless Families Foundation. The 
focus of this article is the eighth grade’s partnership with the Open Shelter. 

The goal of thejones Open Shelter Project is to involve students in a service-learning 
activity that helps them better understand the causes of poverty and homelessness. This 
project, which began ten years ago, grew out of a teacher’s desire to find a better way to 
teach her students the concepts contained in a social studies unit about “Poverty and the 
Great Depression.” A primary focus of the Open Shelter project is to enable young people 
who have grown up in an upper-middle class, white suburban community to experience 
what it is like to be part of another world— a world in which people are poor and often 
homeless. Rather than simply talk about the differences, this project enables students to 
see the world from another perspective by reflecting on the stories and experiences of the 
men they meet at the shelter. Activities at the shelter put young people in situations that 
challenge them to think about who they are and what they think about issues such as 
homelessness. Through their interactions with shelter residents, students learn about the 
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real reasons people become homeless, the impact of poverty on people’s lives, and what 
those who are poor do to try to cope. 

The Open Shelter, located just west of downtown Columbus, Ohio, serves a diversi- 
fied male population. The average length of stay at the shelter is about thirty days. Resi- 
dents of the shelter differ racially, in geographic background, in abilities (some have 
disabilities), and in nationality, thus exposing students to a wide range of beliefs, values, 
and traditions. Many come from foreign countries and are in the United States legally 
but have run into career-related difficulties. Language barriers are often a problem in 
identifying and serving the needs of these residents. Sometimes students in the program 
are able to use their school language skills to help shelter staff in translating. 

The project begins in December, with students taking a pre-test on their knowledge 
of and attitudes toward homelessness and poverty. Then they watch a video on 
homelessness and write in their journals on the question “What homelessness means to 
me ...” They also sponsor a school wide drive to collect personal hygiene items on the 
men’s “Wish List.” These are assembled into bags, gift-wrapped, and delivered prior to 
the school’s winter break. There is also a briefing for parents so that they have a better 
understanding of what the project will involve. 

In January, the director of the Open Shelter meets with students at the school to talk 
about the shelter and what they are likely to see and experience. The director gives the 
students information about the history and purpose of the Open Shelter. He also asks them 
to think about the possible reasons why a shelter might be needed in our society and why 
it is located where it is, instead of out in the suburbs. The teacher asks students to discuss 
the following question with their parents: “How would you feel about having a group 
home in your neighborhood?” The director and the teacher also lead the students in a role 
play about what it would be like to live on a welfare budget. The teacher also shows slides 
of the shelter to the students and has an orientation meeting with parent volunteers so that 
all participants will have some idea of what they will see when they get there. 

During the months ofjanuary, February, and March, students visit the shelter weekly, 
riding public transportation. While at the shelter, they interact with residents and help 
them in a variety of ways. Service activities include cleaning lockers, sorting and hanging 
donated clothing, unloading trucks (e.g., mattresses), cleaning the grounds around the 
shelter, arranging food on the shelves in the storage room, stuffing envelopes for mail- 
ings, sweeping and mopping floors, folding bedding, stacking chairs, emptying trash, 
and serving the meal. All of these activities are done alongside residents, giving students 
a chance to interact. Students also have a period of time focused more specifically on 
conversing with the residents, who typically encourage them to stay in school, study 
hard, stay away from drugs and alcohol, and make good decisions. Students with com- 
puter skills have also been helping residents at the shelter learn how to use computers. 
Each resident has his own e-mail address, which he uses for job interviews. 

Several sources of support help to facilitate this project. Funding initially came from 
Learn 8c Serve America minigrants of up to $500, but now comes from other sources 
within the Upper Arlington School District. Parents are also an important source of 
support for the shelter activities. Some transport food for the meal that students prepare 
and serve at the shelter. Others supervise work groups at the shelter, working alongside 
students and residents. These shared experiences enable parents and their children to 
O 
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develop special relationships built on mutual service to others. 

The Jones Open Shelter Project is part of a social studies unit on “Poverty and the 
Great Depression .” The unit begins with students viewing a video titled “No Place Like 
Home.” Students then take a survey on their attitudes about homelessness in Franklin 
County. The survey asks students to reflect on how often and where they see people they 
think might be homeless, why they might be homeless, what services are needed for 
homeless people, and who should provide these services. Because they ride public trans- 
portation to and from the shelter, students also discuss the importance of mass transpor- 
tation in cities and learn how bus routes can limit where homeless people can work. (In 
Columbus, for example, there are no bus routes outside the “outer belt.” However, this is 
where most of the new jobs are being created.) Students are continually encouraged to 
connect what they are learning with their own lives, for example, through an assignment 
to discuss with their parents the following question: How long would our family be able 
to sustain our current way of life if one or both parents lost their job? 

As part of another social studies unit on the United States Constitution, students 
learn about the functions of the various departments of the government and what each 
branch does in relation to the needs of the men they meet at the shelter. They learn about 
the specific role the Department of Housing and Human Development plays in provid- 
ing assistance for shelters across the country. They also learn how decisions made at the 
local level influence where shelter facilities will be located, who will be served, and what 
other services will be offered. 

Language arts skills are used in journal writing, and the preparation of final reports 
and presentations. Students write poetry after they have visited the shelter and short 
stories about how people become homeless. In addition, once they begin the project, 
students often choose books to read for their language arts classes that relate to poverty 
and homelessness. Students also plan and prepare a meal at the shelter with assistance 
from the family and consumer science staff at the school. 

Reflection is an ongoing process throughout the project. Students are required to 
keep journals that are read regularly by the social studies and language arts teachers. 
Reflection also occurs immediately following each trip to the shelter when students get 
back to school. This is a time for students to reveal their true feelings (which range from 
pity to guilt) about what they are experiencing. At the conclusion of the project, students 
do a final reflective piece that illustrates what they have learned. Over the years, these 
have included stories, photo essays, songs, poetry, and presentations to peers and city 
officials. Students are also given post-tests (using the same survey as at the beginning of 
the project) on their knowledge of and attitudes about homelessness and poverty. 

Through their experiences at the shelter, students become very aware of how much 
“stuff” middle class people waste. As they work side by side with homeless men sorting 
donated clothing, many are also surprised to find out that these people still have some 
pride and have feelings. They wouldn’t accept these tom and tattered clothes for them- 
selves; why should homeless people be expected to be grateful? They also learn that 
becoming homeless is something that could happen to anyone. Another question the 
teacher asks students to discuss with their parents illustrates this: “If, suddenly, there was 
no income coming in, how long could our family continue living the way we do?” 
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As students become more aware of the reasons people become homeless, they also 
become more aware of the interconnectedness of the global economy and what that 
means for employment opportunities for unskilled and semiskilled workers in the United 
States. They are also more aware of the fact that homelessness is not just a problem in 
our society but in many other parts of the world as well. 

There have been several challenges in facilitating the Open Shelter project. When 
the program first began ten years ago, it did not have the support of the school adminis- 
trators. Once they heard students talking about the impact the project had on them, 
however, they got behind it. Each year, a few parents refuse to sign the permission slips 
to allow their children to participate. Sometimes the weather is a problem, but the teacher 
chose the months of January-March to emphasize the fact that homelessness is a year- 
round problem and not just something we think about from Thanksgiving to Christmas. 

Being involved in the Open Shelter project has had a visible impact on student participants. 
One result of these interactions is that 90 percent of the students have reported increases in self- 
confidence, competence, and self-awareness, coupled with greater acceptance of cultural diver- 
sity. Another is that students are better able to think critically about and discuss other social 
issues. Pre- to post-differences on the “Perceptions of the Homeless” survey typically show 
reduced use of stereotypes and a heightened awareness of the problems of poverty and 
homelessness in the greater Columbus area. As measured by the “Checklist of Personal Gains,” 
students show more positive attitudes toward poor and homeless people (90 percent) ; have an 
increased awareness of the real causes of poverty and homelessness (90 percent); and feel a 
sense of usefulness in relation to the community and a sense of responsibility for doing “some- 
thing” to help (80 percent), because they see homelessness as “everyone’s problem.” 

Additionally, when these students go on to high school, they are better prepared and 
more willing to be involved in and support activities that reflect their commitments. 
“Alumni” of the Open Shelter Project initially came up with the idea of the Upper Arling- 
ton School District working with Habitat for Humanity in some way. Their enthusiasm 
quickly spread to administrators, teachers, parents, and their peers— the result being a 
first-of-its-kind partnership between a school district and Habitat. This districtwide project 
involves students from all grade levels, culminating in a new home for a low-income 
family. Other “alumni,” now in college, have told their teacher that they selected careers 
in social work or psychology because of their experiences at the Open Shelter. 

For many students, the Open Shelter project is an eye-opening experience that gives 
them a hands-on experience of active citizenship. Not only are students more aware of 
problems in their community, they also are learning the skills necessary to be part of the 
solution. Whether the issue is poverty and homelessness or pollution of a local river, the 
students are developing a commitment to making a positive difference in their world. 

For more information about this service-learning project, please contact: 
Richard Bradley , Ph.D. Ms. Kim Rhodes 

6489 Brookbend Drive Jones Middle School 

Columbus , Ohio 43235-5001 2100 Arlington Avenue 

phone: (614) 793-9758 Upper Arlington, Ohio 43221 
e-mail: bradley.16@osu.edu phone: (614) 487-5080 
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ACTION, ADVOCACY, AND AIDS 
Michele Cerino 

West Hills Middle Magnet School, New Haven, Connecticut 
SUITABLE GRADE LEVEL(S): 6-8 

RELEVANT NCSS STANDARDS: 

© INDIVIDUAL DEVELOPMENT AND IDENTITY 
O INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© POWER, AUTHORITY, AND GOVERNANCE 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Describe the three branches of the U.S. government. 

2. Explain the legislative process of the U.S. government. 

3. Research and analyze the U.S. government’s response to AIDS-related 
issues. 

4. Apply citizen’s initiative by proposing and lobbying for AIDS-related re- 
form. 



PROJECT DESCRIPTION: 

“Action, Advocacy, and AIDS” is a comprehensive, integrated unit that addresses social 
development, human sexuality, government policy, and the writing process through the 
study of the legislative branch of the U.S. government. The topic of HIV/AIDS is highly 
emotional and controversial from a public, political, and educational viewpoint, evoking 
deep discussion and high motivation in adolescent and teenage youth. This project has 
special significance in the urban setting because AIDS is spreading in epidemic propor- 
tions in minority populations. This project gives students a unique opportunity to make 
a huge impact in their own community, while learning valuable lessons in citizenship, 
leadership, and personal responsibility. 

“Action, Advocacy, and AIDS” has four main components: research, activism, peer 
education, and community service. Preparation begins with structured lessons about the 
three branches of government with an emphasis on the legislative branch. Students then 
conduct research to identify local and state politicians, their views, and current proposed 
legislation. Using a Connecticut State Legislature guide and maps of New Haven neigh- 
borhoods, students identify aldermen from their own wards and representatives and 
senators from their district. Then students write letters to these politicians, stating their 
views on AIDS related issues and asking for a response. 

Students collect information from a variety of sources including current periodicals, 
the Internet, brochures, and government-produced materials (e.g., The Connecticut Leg- 
islative Guide). Concurrendy, students are learning about HIV/AIDS (using library re- 
sources, AIDS organization-produced materials, videos, and HIV positive speakers) and 
persuasive writing techniques. 
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During small- and large-group discussions, students identify areas of interest such as 
the Needle Exchange Program, AIDS in minority groups, and peer education programs. 
An advocacy letter-writing campaign develops as students identify problems and search 
for solutions. This campaign usually results in personal meetings with the mayor, local 
and state lawmakers, and other officials. Often, students are contacted and asked to 
work on areas of concern. For example, in 1996, New Haven Mayor DeStefano asked 
students to write letters to Connecticut senators in order to defeat a proposed bill that 
would end funding for Needle Exchange Programs (NEP). When the bill was defeated, 
the mayor then requested that students write letters to Senator Toni Harp to thank her 
for her diligence in working to defeat the NEP bill. All students participating in this 
project were made honorary members of the Mayor’s Task Force on AIDS. 

In both years that this project has been conducted, students have identified a theme 
or particular concern on which to focus. In 1996, students worked to keep the NEP 
alive. They also identified the need for more educational materials for both Spanish- 
speaking and illiterate people. The Mayor’s Task Force asked the group to construct an 
information center at the main public library. It included information for children and 
adults in English and Spanish, and featured posters that presented prevention messages 
in pictures. 

In 1997, students worked to gain funding and establish middle school peer education 
programs. Students followed their letter- writing campaign with e-mail and phone calls to 
set up appointments with lawmakers. On March 9, 1998, Connecticut AIDS Awareness 
Day, students met with Senators Harp and Crisco and Representatives Dyson and DePino 
to enlist their support. They also spoke with other Connecticut activists on an informa- 
tion panel. In June 1998, the Mayor’s Task Force invited students to speak at a State 
Board of Education hearing against limiting guidelines for Health and Human Sexuality 
curricula. The students’ impassioned speeches helped sway the board to establish com- 
prehensive and explicit curriculum guidelines, despite strong conservative opponents. 

Students also plan peer education activities. An information center is created in the 
school’s front hall, and games are conducted in other classrooms. For example, the stu- 
dents play the game “Transmission,” in which each student is given a bag of colored candy 
and told to exchange one piece with as many others as he or she chooses. Students are not 
told that the two green candy pieces represent HIV. The two students who hold green 
candies at the end of the game are told that they have contracted AIDS, and the two who 
started with the green pieces are responsible for the transmission. Anyone else who ex- 
changed with any of these four students is told that he or she may have contracted HIV. 
On most occasions when this simulation is played, the only totally safe students are those 
who chose to abstain from exchanging candy pieces with everyone else. 

Another game we often play is called “Values and Choices.” The classroom is di- 
vided into three areas marked “Agree,” “Disagree,” and “Unsure.” Then, statements such 
as “I would be afraid to hug someone with HIV” are read aloud and students move to 
the area of the room that best represents their feelings to the statement. This activity is a 
great starting point for discussion and journal writing about students’ attitudes regarding 
HIV and AIDS. 
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Finally, students plan and implement service projects based on genuine community 
needs, such as “adopting” and visiting the Leeway House (a residence for adults living 
with AIDS) ; serving as members of the New Haven Task Force on AIDS; participating 
in a candlelight vigil on World AIDS day; and creating and selling informational book- 
marks to raise funds for children affected by AIDS. Students identify these service op- 
portunities by contacting all AIDS organizations through letters and phone calls. Other 
service activities that students have completed include baking cookies and making holi- 
day gifts for residents of the Leeway House, conducting bake sales, selling ribbons on 
World AIDS Day, and soliciting toy donations for AIDS-affected children during the 
winter holidays. This past holiday season, students hand-sewed forty stockings, filled 
them with treats, and delivered them to the Leeway House. Students also raised $100 for 
toys and helped with preparations for World AIDS Day on the New Haven Green. Most 
importandy, students are a strong and active voice in the school and community, and at 
home and church, for AIDS prevention and compassion education. 

Evaluation can be difficult; it is not easy to measure personal and emotional growth 
through traditional quantitative methods. Authentic assessments such as weekly reflec- 
tion journals and holistically scored writing pieces are used as well as standard social 
studies tests. I am currendy developing data-based assessments using the following infor- 
mation: pre-service and post-service questionnaires, number of times each student par- 
ticipates in service activities, and feedback from the school and community. 

Despite challenges such as lack of funding, costly transportation, and lack of 
schoolwide teacher support (too time-consuming, too controversial), students and their 
supportive parents continue to participate enthusiastically and enjoy numerous successes. 
My students’ relendess pursuit of educational, political, and social reform associated with 
AIDS has resulted in the continuation of the New Haven Needle Exchange program and 
the construction of a teen information center at the New Haven public library. They 
successfully testified at a State Board of Education hearing for explicit and comprehen- 
sive sexuality standards for middle school curriculum (despite vehement protests from a 
vocal, conservative parent group). Also, by enlisting the support of lawmakers, the mayor, 
and every AIDS organization in New Haven, students persuaded the superintendent of 
schools to finance peer education at West Hills Middle School for the next three years as 
a pilot program for possible districtwide implementation. 

The most overwhelming accomplishments to me are the ones that cannot be pre- 
cisely measured and are best described by my students in their own words. 

I thought this was going to be just any old project. I learned that this is 
serious and interesting and is the best (thing) I ever did because we might 
save many lives. — Josue, age 11 

There are things that maybe I would have done if I didn’t learn these things 
this year. This project changed my life forever. — Ismael , age 11 

The most important thing we can do is educate people. — LaDonna , age 12 
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I’m thinking about a career in government. This project helped me learn 
about the legislative process firsthand. — Justin , age 14 

AIDS is the number one cause of death for African American women. As a 
young African American woman, I am concerned. —Allyse, age 14 

My students know that regardless of race, age, or socioeconomic status, they have 
made a difference. They have actively participated in the democratic ideal as compas- 
sionate, caring citizens and it has changed them forever. 

For more information about this service-learning project , please contact : 

Michele Cerino 
West Hills Middle Magnet School 
103 Hallock Avenue 
Mew Haven , Connecticut 06519 
phone: (203) 946-8279 
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THE HUNGER PROJECT 
Diane Vliem 

Moore Middle School, Jefferson County Schools, Colorado 
SUITABLE GRADE LEVEL(S): 7-8 

RELEVANT NCSS STANDARDS: 

O CULTURE 

O TIME, CONTINUITY, AND CHANGE 
© PEOPLE, PLACES, AND ENVIRONMENTS 
© INDIVIDUAL DEVELOPMENT AND IDENTITY 
© INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© POWER, AUTHORITY, AND GOVERNANCE 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Explain a contemporary issue (e.g., hunger) using geographic knowledge, 
skills, and perspectives. 

2. Explain which level of government students should contact to express opin- 
ions or get help with specific problems. 

3. Describe ways in which nongovernmental organizations have sought to help 
solve the problem. 

4. Recognize that government policies have consequences for individuals, 
groups, and organizations in the community. 

5. Evaluate, take, and defend positions on the importance of civic responsibili- 
ties to the individual and to society. 

6. Identify means by which citizens can monitor and influence the formation 
and implementation of public policy. 

PROJECT DESCRIPTION: 

Four teachers at our middle school chose the theme of hunger for an interdisciplinary 
unit involving social studies, language arts, math, and science. We received a grant in 
1996 from Goals 2000 with additional funding from Active Citizenship Today to develop 
an integrated service-learning project that would meet standards in the four subject areas. 
We piloted the unit during the 1996-97 school year; the following year two of the teach- 
ers were reassigned to other teams. Our continuing service-learning collaboration, now 
in its third year, focuses on social studies and language arts. 

The current project involves students learning about the issue of hunger, globally 
and locally, and then choosing a service-learning activity that addresses an identified 
aspect of the problem. Using a teacher-created handbook, students are guided through 
several steps including researching hunger in the local community, identifying commu- 
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nity agencies that focus on hunger, and brainstorming possible ways they can help ad- 
dress unmet needs. For the service aspect of the project, each student develops a bro- 
chure and a persuasive speech and then shares these with an individual, business, or 
organization in the community that he or she hopes to involve in the effort to address 
community food-related problems. Examples of topics students have selected include 
food wasting in stores and restaurants, high fat content in fast food restaurants or school 
cafeterias, problems with food delivery to elderly persons or people with disabilities, 
medical food disorders such as anorexia and bulimia, safety problems in soup kitchens, 
and food spoilage. Students are also encouraged to complete extra credit options, which 
include working at a soup kitchen, delivering meals to the homebound, or writing to a 
national or worldwide organization that is working on hunger-related concerns (e.g., 
Oxfam, CARE, Salvation Army, Red Cross). 

Several published curriculum materials have been useful in preparing and guiding 
the students to complete these activities. First, Global Geography System , Geographic Inquiry 
into Global Issues: Hunger gives students a global perspective on the study of their commu- 
nity food-related problems. 1 A video, “Hidden in America” (available at video rental 
stores), educates students on hunger in the United States. Finally, the Active Citizenship 
Today (ACT) Student Handbook provides a useful framework for students to include the 
essential elements of service-learning in their projects. 2 

The service-learning unit begins by giving each student a binder of necessary mate- 
rials. These include letters that students can distribute to parents and community mem- 
bers explaining the project and three color coded sections: (1) Planning and Organizing 
the Project, (2) Brochure and Speech Tasks, and (3) Reflection and Poster Night. This 
binder is brought to language arts and social studies classes every day until it is turned in 
completed; each section is described in greater detail below. 

Completing Section One of the binder involves three tasks. First, students do re- 
search and brainstorming to develop a framework to organize their project, using the 
ACT Student Handbook. For example, in language arts students learn telephone skills, and 
in social studies they learn where to find local government telephone numbers. The 
second task involves keeping records of all contacts made with individuals and agencies 
in the community; several pages in the binder provide a structure for these records. 
Third, in pages titled “A Log to Show Evidence of Your Action,” students record the 
questions they asked, what they learned, and what their next actions will be. 

Section Two of the binder contains the rubric and instructions for creating a bro- 
chure and a persuasive speech. The brochure must show evidence of the community 
problem selected, research done, and the solution proposed by the student. It is pre- 
sented to an organization when the student gives the persuasive speech. The speech is 
written and presented orally to an individual or local organization that the student se- 
lects. It is the public presentation of these products that inspires students to show care 
and pride in their work. 

Section Three of the binder contains two parts. The Reflection and Poster Night 
Rubric provides students with the necessary information and standards to create a poster 
that summarizes their project. This is presented and videotaped at an evening open to 
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parents and community members. Finally, in the Reflective Questions section, students 
are asked to answer questions on the process they went through, the products they cre- 
ated for this project, and on possibilities they would suggest to others who try a similar 
project. 

There is one final page in the binder suggesting extra credit service; for example, a 
student might volunteer for a local organization that relieves hunger. Although strongly 
recommended, teachers believe that actual service time should be given freely. Not sur- 
prisingly, students who donate time or organize a community food drive report this as 
being the most satisfying activity of the project. 

Assessment of students’ learning is conducted throughout the service-learning project. 
For example, binder entries are checked frequendy in class and phone calls are moni- 
tored, with redirection given as needed. Parents are also included in assessment by moni- 
toring student progress and initialing completed sections of the binder. At the end of the 
project, this binder is handed in as part of the summative assessment. In addition, stu- 
dent products (brochure, speech, and poster) serve as important authentic assessments of 
their efforts. 

Several challenges exist with this type of service-learning project. Because as teachers 
we could not anticipate all the community members students would choose to contact, 
we could not prearrange success for the students. We had to trust that our middle schoolers 
would have or develop the skills necessary to interact with a variety of different situa- 
tions when contacting community members. Fortunately, the response of the community 
has been wonderful. Many adults have gone out of their way to spend time with stu- 
dents, listen to and evaluate their speeches, and push student learning beyond our initial 
expectations. The patience and humor extended to students has been appreciated, put- 
ting students at ease and making them feel they are a welcome and valued part of the 
community. 

The timing of the hunger unit has also been a challenge. We had to consider the 
seasonal demands on local food businesses. Several student calls to grocery stores and 
restaurants during the winter holiday season revealed that this is not the most opportune 
time to request community collaboration with student projects. We have noted more 
community willingness to work with students when most of the research and presenta- 
tions are done after the winter holidays. Also, completing their work at this time, stu- 
dents have become more aware of the after-holiday slump in food bank donations. This 
learning proved valuable this past spring when a local food bank asked our students to 
hold a food drive. Having completed the hunger project in late winter, the students showed 
a quick understanding of the problem and responded generously with time and food. 

The most common challenge students report is being taken seriously when they 
make a phone contact. In class, students practice the tone of voice and information needed 
for credibility, and what polite responses to make if the student call is misinterpreted as a 
prank. Students rapidly improve with practice, and some report in reflective questions 
that the success they are most proud of is being able to conduct a business phone call. 
Finally, students report that completing the hunger project is challenging. Once the unit 
is completed, students are proud of their many accomplishments and new skills. 
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The overall success of the project is that it provides students with lasting educational 
experiences that result when there is an emotional investment by the learner. Also, the 
project teaches and measures social studies and language arts content standards, impor- 
tant in teachers’ efforts to be accountable for student learning. 

What successes do students report? In answers to reflective questions, students write 
that they are more informed, more willing to talk to strangers, and more able to stand up 
for the things they believe in. Furthermore, they are proud that their brochures, speeches, 
and posters are successful; student efforts often do result in community donations or 
corrective actions. Students are pleasantly surprised when they forget that this project is 
school work and it becomes something they care about for their community. They are 
also impressed that as teens, they are listened to and earn respect and trust when they 
speak in the community. The hunger project is rewarding educational work for students, 
teachers, and the community. 

For more mformation about this service-learning project, please contact: 

Diane Vliem 
Moore Middle School 
8455 West 88th Avenue 
Arvada , Colorado 80005 
phone: (303) 982-0451 



Notes 

1. D. Hill,J. Dunn, and P. Klein, Global Geography System, Geographic Inquiry in Global Issues; Hunger (Chicago, HI. : Encyclopedia Britannica 
Educational Corporation, 1995). 

2. Charles Degelman and Bill Hayes, Active Citizenship Today Student Handbook (Los Angeles, Calif.: Close Up Foundation and Alexan- 
dria, Va.: Constitutional Rights Foundation, 1995). 
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COMMUNITY PLANNING: PLAYGROUND REDESIGN 
Deb Bradley 

R. M. Marrs School, Omaha, Nebraska 
SUITABLE GRADE LEVEL(S): 7-8 

RELEVANT NCSS STANDARDS: 

O INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© POWER, AUTHORITY, AND GOVERNANCE 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Learn about community planning through redesigning the school’s play- 
ground. 

2. Work with school and community officials to develop a feasible plan. 

3. Use technological tools as well as primary and secondary sources to gather 
and synthesize information. 

PROJECT DESCRIPTION: 

Each year, the seventh and eighth grade leadership teams, a group of ten students at each 
grade level who are selected by staff as natural positive leaders, are asked to determine a 
mission statement. In the fall of 1996, our principal gave us the suggestion of designing a 
better playground for our school. Because our school is the only K-8 school in the Omaha 
Public School District, it was important that our plan meet the needs of all levels of stu- 
dents. Our existing playground needed to be made level and had very old equipment for 
the elementary students. There was a small blacktop area with a basketball hoop. When 
we ran the mile for the Benchmark in Physical Education, we had to run across streets and 
on uneven sidewalks. Students practicing for track had to use a track at a neighboring high 
school, about one mile away. After considering all of these factors, the students decided to 
focus on the playground redesign as their “mission” for the school year. 

That same fall, we had entered an engineering competition sponsored by the Society 
of Military Engineers (SAME). We quickly determined that our mission statement and 
competition project could be one and the same. The SAME competition had specific 
guidelines and deadlines that helped us to stay focused throughout the school year. 
Through SAME, each competing school received the help of a mentor. We were lucky to 
work with Captain Gary Krupa from the Army Corps of Engineers. Gary brought all the 
engineering expertise that we lacked. 

In addition to meeting several social studies objectives set forth by the Omaha Public 
Schools as oudined above, we also met Omaha Instructional Process Objectives (OIPs) 
in the areas of language arts, math, and technology in completing this project. Most of 
the work on the project was done in group meetings outside of the students’ regular 
classes, though some teachers allowed students to use class time to prepare written docu- 
mentation and several helped with editing. We did have an agreement that if there was 
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an activity in class that could not be missed, students would stay and not attend the 
SAME meeting. Students were also responsible for all the work that they missed. With a 
group of nineteen students, we were able to have several students on each working com- 
mittee, which helped if any student had to miss a meeting. 

Our project design had six major steps. Working together as a group to write a 
project statement was step one. Using the guidelines provided by SAME, step two in- 
volved identifying necessary tasks and determining committees. The tasks assigned to 
co mmi ttees included choosing playground equipment, writing a narrative, drawing a 
plan to scale, making a model, taking photographs, developing cost estimates, develop- 
ing a presentation, and surveying individuals in the school and local neighborhood. 

Next we needed to set up a schedule with a timeline and deadlines for various as- 
pects of the project. Gary showed us a Gannt chart, which we decided to use to show 
when and how much time we spent on each part of the project. 

Step four involved identifying options. We had two options for how to improve the 
playground: one to redesign the existing area and the other to combine two teacher 
parking lots and make a new playground. To facilitate the next step, making choices, we 
broke into two groups, each exploring one of the options. The group wanting to combine 
the two parking lots had a major hurdle. To combine them, we had to close a section of 
a public street. We soon learned that we did not want to close the street, but that we 
wanted to “vacate” it. We found this out by calling the city planning department. A city 
planner explained to us in city planning terms what we wanted to do, and we subse- 
quendy received a large envelope of legal papers. The group quickly decided that one 
particular student could handle reading this material and then report back to everyone 
else. 

The group working on the option to redesign the existing playground developed a 
survey that was given to building-level administrators, physical education teachers, coaches, 
elementary teachers, and elementary classrooms. The students designed the survey to 
get opinions about which option they preferred and what types of equipment to install. 
This group also sent representatives to interview the principal, who listened to the two 
options and had no additional options to suggest. 

The student who read the papers from the city planning department then gave a 
report to his group. He told them that we needed to get petitions signed, that any one 
property owner could stop the entire process, and that it could take years to get a street 
vacated. The survey results from the other group indicated that most people preferred to 
keep the playground where it has always been. With all of this information, we decided 
to drop the option of combining the parking lots. We all became focused on a plan to 
redesign the existing playground. To develop the solution, step six, we looked at the 
tasks that we listed earlier for our Gannt chart. Each of these tasks was assigned to a 
small committee of students. 

Equipment committee members took the information from the survey results and 
looked through catalogs until they found a play system that they felt everyone would 
like. They shared the ground space and protective area measurements with the plan 
co mmi ttee so the play system would fit. The cost was computed by the cost estimate 
co mmi ttee, and the plan committee members soon became draftsmen. Using a scale, 
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they were able to get the play system, a five-lane track, shot put area, high jump area, and 
long jump area in the space we had available. The students drew the plan on a contour 
map of the area that the city had given us. The dimensions were given to the cost esti- 
mate committee. The cost estimate committee used the Army I'M 5-803-10, Technical Manual, 
Planning and Design of Outdoor Sports Facilities, and math formulas for area and volume to 
determine quantities of materials needed. The students also used math to figure hours of 
labor for the project. 

The photography committee took pictures of the existing playground and of the 
committees doing their specific jobs. The model committee constructed a scale model of 
the new playground, which helped all of us to visualize what the students had in mind. 
The word processing committee took all of the rough drafts from the other committees 
and developed the written documentation required for the SAME competition. Finally, 
the presentation committee determined what we needed to present our project to a panel 
of judges for the SAME competition. 

There were many social studies objectives involved with this project. The two stu- 
dent groups had very different ideas about how to improve the playground. Coopera- 
tion, consideration, and compromise were all used to determine which plan would be 
most feasible. Students readily learned how individuals, groups, and institutions affect 
each other. In reviewing the information about how to vacate a street, the students were 
amazed to find that an individual citizen could be the deciding factor in whether a project 
could be pursued or not. Of all the neighbors affected, it would take only one to keep the 
street from being vacated. 

Early on in this project, students became aware that power, authority, and gover- 
nance do not always fall to the same body. The realization that institutions have their 
own policies and guidelines that are different from those of the governing body left the 
students with questions such as the following: “If the joining of the teacher parking lots 
was what we decided and the school district owns the property, how can the city tell the 
school district what it can and cannot do with the property?” “How is the decision made 
as to the zoning of an area?” “Are the schools an important part of the city?” These are 
the types of inquiries that may well lead some of these students to become lifelong active 
citizens. 

In the documentation required for the SAME competition, and also as a reflection 
activity, I asked the students to fist lessons they learned through working on the play- 
ground redesign. Outcomes students felt were most important included working as a 
team, making a big job small, following a schedule, delegating the small jobs, doing 
“technical things,” learning about the activities of an engineer, understanding the impor- 
tance of preparation, preparing a survey, learning how to make a presentation, and devel- 
oping communication skills. Students experienced both difficulties and successes with 
each of these endeavors at some point during the project. 

We also spent time reflecting through group discussions at each meeting. Although 
we started out with the idea of having each student keep a journal on the project, the 
actual project activities required more of the students’ time, and the idea of maintaining 
a journal was abandoned in lieu of discussion. 
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Upon completion of their playground redesign plan for the SAME competition, the 
students also presented their project to the principal, who seemed genuinely pleased with 
what they had accomplished. We gave him a copy of the written documentation and also 
sent one to the Omaha Public Schools Schoolhouse Planning Department. We continue 
to pursue the possibility of actually implementing one or more aspects of our plan; fund- 
ing is a major factor in whether or not this project becomes a reality. 

At the exact time that we were presenting our project to the panel of judges, an 
elementary student fell, hitting his face on a piece of the existing equipment. He was then 
taken to an emergency room for stitches. Many people felt that newer equipment would 
not have had the sharp corners that caused the injury. This event has helped to continue 
to raise everyone’s awareness of the need for a new playground. 

Although we did not win the overall middle school SAME award, we did win the 
specific category of engineering. This was far better as we had to score higher than both 
high schools and middle schools to achieve this. Gary, our mentor, went on to write 
about his experience as our mentor for “The Military Engineer,” a bimonthly publication 
sent worldwide to members of the Society of American Military Engineers. The article, 
which gave insight as to how to be a mentor, also included a photo of our school team. 

Our efforts to involve seventh and eighth graders in meaningful civic participation 
continue to grow. Our school has been selected to be a part of the Changing Faces 
program, which partners the corporate world with a public school. Funding available 
through this program will provide several improvements at our school. Undoubtedly, we 
will have creative student leaders at the helm, making important decisions, considering 
others’ interests and needs, and encouraging their peers to contribute to making their 
school and community a better place for everyone. 

For more information about this service-learning project, please contact: 

Deb Bradley 
Monroe Middle School 
5105 Bedford Avenue 
Omaha , Nebraska 68104 
phone: (402) 557-4600 
e-mail: dbradley@ops.org 
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SERVICE-LEARNING PROJECTS FOR HIGH 
SCHOOL SOCIAL STUDIES 



High school students stand on the threshold of becoming 
adult citizens of their communities. Given this impending 
responsibility, service-learning projects at the high school level 
should provide students with increased awareness of the com- 
plexity of social issues and potential solutions and opportuni- 
ties to take part in the messy and unpredictable process of 
trying to effect change. The four stories in this chapter reveal 
the ups and downs of such efforts, as well as the valuable 
lessons that students can learn even when their community 
actions do not appear to be successful. Dick Diamond tells 
how his students worked with sympathetic legislators to try 
to get a bill passed in the state legislature to improve the 
lives of homeless people in Calfomia. Marc Ferguson writes 
about the monumental effort that high school students exhib- 
ited in writing a history of, their local community. In response 
to a request from students to connect school with the “real 
world,” Barbara Wysocki describes how she developed the 
Social Advocacy course, thus providing students with first- 
hand experiences in learning about the lives of people living 
in poverty. Finally, Michaelean Monahan and Kathy 
Quesenberry detail how their government students worked 
in teams to research issues of concern identified by local gov- 
ernment agencies. All of these stories show how high school 
students can exercise their citizenship skills and find real 
world applications for what they are learning in their social 
studies courses. 
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PUBLIC POLICY FOR THE HOMELESS 
Dick Diamond 

Arlington High School, Riverside, California 
SUITABLE GRADE LEVEL(S): 10-12 

RELEVANT NCSS STANDARDS: 

O INDIVIDUALS, GROUPS, AND INSTITUTIONS 
® POWER, AUTHORITY, AND GOVERNANCE 
• PRODUCTION, DISTRIBUTION, AND CONSUMPTION 
O CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Examine the making of public policy regarding homelessness. 

2. Develop an understanding of the economic aspects of homelessness. 

3. Research the issue of homelessness using a variety of sources including li- 
brary materials, organizations serving homeless persons, and elected officials. 

4. Learn how a bill becomes a law. 

5. Develop an understanding of the role of social institutions in the creation 
and amelioration of homelessness. 

6. Participate in the political process by formulating a bill and working to get 
the bill passed in the state legislature. 

PROJECT DESCRIPTION: 

With all of the bravado inherent in the soul of high school seniors who “know every- 
thing,” Steve Ryan stood up alone in a group of one hundred of his peers, pointed his 
finger at State Assemblyman Steve Clute, and asked what he had done to help homeless 
people. None realized that this class was about to embark on an adventure that would 
focus the rest of our year in American Government on the passage of legislation for 
homeless people in California. 

Three Arlington High School social studies teachers, with the complete support of 
the principal, decided in the spring of 1989 to challenge the class of 1990 to make a 
difference. The challenge was to give something back in the way of service to the com- 
munity. Having a theme to the service was essential; students needed to see the relation- 
ship between their class and the world, and focus their energies on some goal. A th eme 
would direct their energies to a specific goal. The teachers decided to focus attention on 
homeless people, and how society was or was not addressing their needs. This choice 
was not student driven, and although there was success in the endeavor, we learned that 
student “buy-in” was essential. 

In addition to studying the problem in a school setting, separate from the “real world,” 
students were to contribute upwards of twenty hours each semester working at soup 
kitchens, food banks, and the like in order to get firsthand knowledge of the issue of 
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homelessness. Parent support was chilling at best; student attitudes at first could be aptly 
labeled as hostile. 

The district supported us all the way to the Board of Education. We had listed a 
number of places for students to contribute their hours. With students selecting which 
places they wanted to work, insurance liability was the responsibility of the service site, 
rather than the school. County Counsel supported the district’s contention regarding 
who had liability, and, fortunately, we haven’t had a problem in nine years. 

Initially, we were confronted with students’ cries of “Why us? Why do we have to 
give up our precious time to help someone else?” To counter this resistance, we enlisted 
the support of two of the most popular students in the senior class— Sherry Izardi, our 
Miss Drill Team candidate, and Brian Young, a popular athlete. During summer school, 
there had been a pilot program in a sociology class, and our two recruits, both class 
leaders, had been part of that program. They got up in front of the entire senior class 
(350 strong) and in straightforward language stated what they had done during the sum- 
mer. Brian summed up the summer’s experience to his classmates by saying, “Hey, it’s 
no big deal. Make some peanut butter and jelly sandwiches, help give someone a meal, 
and spread a little happiness.” Peer pressure worked in our favor; we were on our way! 

To integrate the program into the curriculum, we decided to approach the study of 
government and economics by examining the making of public policy regarding 
homelessness. Students studied policy formation at all levels of government during the 
fall and winter. The economic aspects would be studied in the spring, as we were not 
granted approval to combine economics and government into one year long course. Stu- 
dents also focused on the project in their sociology class, where they learned about the 
role of social institutions in society. 

The three classes (more than one hundred students) that seemed to be most enthusi- 
astic decided to “get it from the horse’s mouth.” They invited elected officials from all 
levels of government to school to address policy and policy formation with respect to the 
problem of homelessness. Two city council members (one was a political science profes- 
sor at the University of California, Riverside), the mayor, a member of the county Board 
of Supervisors, the U.S. congressional representative from our district, and our state 
assemblyman, Steve Clute, addressed the students over a six week period. 

One council member stated that because he didn’t hear of any homeless people in his 
district, he didn’t believe there was a problem. The political science professor turned 
councilman recognized the problem but astonished the students by saying, “Nothing can 
be done to help the homeless in Riverside because they don’t contribute to campaigns 
and they don’t vote; hence they have no political clout.” Following questions by the 
students, the councilman repeated his statement, elaborating on who gets what in poli- 
tics. This was an extraordinary learning experience for the students! 

The mayor said that she would like to help homeless persons, but if the city had an 
exemplary program, then all homeless people in southern California would come to 
Riverside. There just wasn’t enough money to meet all of their needs. She also noted that 
homeless people “scared people away from the downtown area where many congre- 
gated”; in other words, they were bad for business. 



ERIC ING BRIDGES: SERVICE-LEARNING IN SOCIALJ?TUDIES 



63 



63 



The congressman explained the multiple federal studies that had been done and 
listed the dollars spent. The county supervisor lamented the problem, but felt it was not 
the county’s place to establish programs in cities where the city government would be 
dealing with many of the social problems that would result from an influx of homeless 
persons. Thus far, the students had received a message of local government indifference. 

Clute was the one elected official who said that more needed to be done. He con- 
gratulated the students on their effort to assist in private sector programs. It was then 
that Ryan asked, ‘Just what, Mr. Clute, have you done to help the homeless? I ride a bus 
twice a week to work in a soup kitchen.” In a lecture hall packed with more than one 
hundred students from three classes, the silence was deafening. The students looked at 
Ryan, turned to Clute, and stared. 

Without even blinking, Clute said, “To be honest, nothing. But I’ll tell you what WE 
can do. If you come up with an idea for legislation to assist the homeless at the state level, 
I’ll carry the bill for you. I challenge you to help me help the homeless.” This was Decem- 
ber and the legislature was scheduled to convene in February. Time to get busy! 

Each of the three classes, under the guidance of their teachers, operated as a legisla- 
tive committee. They held “hearings” for the next few weeks and inquired about the 
needs of homeless persons they felt should be addressed. All information was shared 
between committees. Library research was expanded to include city and university li- 
braries. In these pre-Internet days, the students gained great skill in using various peri- 
odic guides covering all varieties of print media. The classes did not invite homeless 
people to class, though they did invite and learn from local groups who had been work- 
ing with homeless people. 

Two particular “bills” came forth. The students decided to meet as a “legislative 
body” in the lecture hall and vote on the legislation they wanted to present to the assem- 
blyman. The first bill specified that shower facilities would be made available to home- 
less people at the selected high schools. Homeless people would be allowed to use those 
facilities at 6:00 a.m. in the morning. The school would provide the water, soap, and 
towels. Although there was effusive comment about “cleanliness being next to Godli- 
ness,” the students came to realize that as noble as the idea might be, the legislature, let 
alone the community, wasn’t going to “buy it.” The students did want to accomplish 
something more than just getting a bill introduced. They wanted to realize a change in 
the state policy. 

The other “bill” focused on the National Guard armories. California had the practice 
of opening up the armories to homeless people in the winter time when it was raining, or 
when the nighttime temperature fell below forty degrees. Homeless people were allowed 
to stay in the armories for the night but had to leave during the day (rain or shine) . In 
addition, there was a local organization that had developed a program for supplying 
food for homeless people. It was this focus that would eventually wind up being written 
into two pieces of legislation-Assembly Bills 3512 and 3513 of the 1989-90 Regular 
California Session. 

Because many homeless people were children, the students knew that the children 
needed to attend school and have some sort of address. Having studied aspects of 
homelessness including psychological factors, the students knew there was a need for the 
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children to also have a place to call home, even if it was temporary. AB3512 allowed 
homeless persons to “reside” at the armory from October to June. Homeless people could 
stay at the armory during the week when there were no National Guard training activities. 

The students also felt that it was important for adults who did not have a permanent 
address to have a place where they could receive mail. If the adults were looking for 
employment (or better employment, as many did work), they needed to have an address. 
Having an address for nine months of the year might afford those who could be phased 
back into the mainstream a better opportunity. 

The classes also wanted to set up the armory as a temporary clearing center for 
health screening and job counseling. The students recognized that health screening for 
illnesses at an early stage, while cosdy, would be cheaper in the long run than emergency 
room care and hospital care for seriously ill people, and might reduce the possibility of 
contagion. Because Riverside County General was a teaching hospital for Loma Linda 
Medical School, the students felt that the county government could assist here. Included 
in this portion of the bill was a counseling and job service for those at the armory. In that 
way, there might be an additional opportunity for employment. It was this “bill” that the 
students sent to Assemblyman Glute. 

Although understanding the formal procedure of a bill becoming a law, and to some 
extent, the “politics” of bill passage, the students were unprepared for the rewording of 
the bill from a champion who would support the idea with conditions. That champion 
was the State National Guard. The National Guard wanted the right to be able to have 
more control over real estate that it used. This included notification of the sale of prop- 
erty not owned by the National Guard but property that it used. The National Guard 
also wanted an advisory board to make recommendations regarding use of National 
Guard facilities by homeless persons. Thus, AB3512 was further developed from the 
students’ original proposal. 

Guard personnel trained in the medical field would do the screening recommended 
by the students; that was the subject of the second bill, AB 3513. With a student perspec- 
tive developed only from Riverside, the students didn’t realize that few other areas had 
General Hospitals that were teaching institutions. AB3513 would make medical screen- 
ing available to people staying at the armories in all fifty-eight counties of California. 

Via long distance phone calls from Sacramento (some 450 miles away), we received 
twice weekly updates of committee hearings, saw the bill as it was printed, and generally 
felt part of the process. To the students’ amazement, the bill cleared both the Assembly 
and the State Senate by overwhelming margins. However, it was then vetoed by then 
Governor Deukmejian. The students found out later that there were forces at work that 
did not want the armories opened up throughout the state during the school year. They 
also learned that there was some controversy with the governor and the National Guard 
over the property control issue. 

Through this experience, the students learned a great deal. In their writings, they 
mused over the complexities of writing a bill, the need to get lots of people working 
together, and the need to compromise and gather consensus to achieve a goal. They also 
realized much about who gets what in politics. Research skills were honed. Did they get 
the bill passed into law? No. Were the students successful? Yes. Both houses of the legis- 
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lature passed their ideas in two bills on a controversial subject. The students learned how 
to be part of the political process. Teachers also learned a valuable lesson: that to get 
community and student buy in, we needed to allow all the “stakeholders” to participate 
in developing the issue to address. Thus, we now develop service-learning projects with 
students, rather than for them. 

We could not have been successful in all aspects of community involvement without 
the school district’s support. The extraordinary assistance of Assemblyman Clute, along 
with his staff, notably administrarive assistant Toby Ewing, was also critical. Toby sug- 
gested sending letters to committee members, sent us samples, and informed the stu- 
dents of who was in favor and how to elicit more support. Through this service-learning 
project, students experienced the excitement and unpredictable nature of political in- 
volvement and public policy-making. They learned valuable skills in lobbying and advo- 
cacy, which, hopefully, they will continue to use to meet the needs of those who are 
marginalized in our society and to make our communities more just and equitable places 
for everyone. 

For more information about this service-learning project, please contact: 

Dick Diamond 
Arlington High School 
2951 Jackson Ave. 

Riverside , California 92503 
phone : (909) 788-7240 
e-mail: ddiamond@ix.netcom.com 
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MARION COMMUNITY HISTORY 

Marc Ferguson 

Marion High School, Marion, Iowa 

SUITABLE GRADE LEVEL(S): 10-12 

RELEVANT NCSS STANDARDS: 

O CULTURE 

O TIME, CONTINUITY, AND CHANGE 

© PEOPLE, PLACES, AND ENVIRONMENTS 

© INDIVIDUAL DEVELOPMENT AND IDENTITY 

© INDIVIDUALS, GROUPS, AND INSTITUTIONS 

© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Relate past and present national and world events to the students’ 
community. 

2. Understand how significant historical events (e.g., World War II, the Great 
Depression, the New Deal) affected the fives of individuals in the students’ 
community. 

3. Explore how social and cultural changes in recent decades have influenced 
the development of the students’ community. 

4. Research the history of the local community by interviewing community 
members, participating in community historical walks, and collecting infor- 
mation from city government and local agencies. 

5. Work cooperatively with others toward a common goal. 

6. Use writing and technological skills to make a significant contribution to the 
local community. 



PROJECT DESCRIPTION: 

Marion, Iowa, is a community with a rich history, dating back to the early 1800s as one 
of the leading communities in eastern Iowa. It served as the county seat from 1839 to 
1919 because of its central location in the county as well as its importance in the develop- 
ment of the railroad. Despite this rich history, there was fitde documentation. One known 
source was a set of journals written by Marvin Oxley, a community historian. These 
journals, however, were not accessible to most people. With five volumes totaling 1,600 
pages, only three copies existed, all housed at the local public library. During the 1994-95 
school year, a class of twenty Marion High School students worked in teams of four to 
research, revise, and reformat these journals into a 559-page book. My teaching col- 
league, Scott Immerfall, and I guided students’ completion of this project through both 
their social studies and language arts classes. Working in partnership with a local com- 
mercial art business, we were able to have more than 250 photographs scanned and 
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cleaned up for the desktop publishing software used for compiling the text and importing 
the pictures. In the summer of 1995, the history book was published, for which the 
students were voted Marion Citizens of the Year, an annual award given by the local 
newspaper and Kiwanis Club. 

A noted historian once stated, “We will know better where we are going if we first 
know where we have been.” I feel that statement particularly applies when we are able to 
relate past and present events of the world and our nation to our own communities and 
neighborhoods. The Marion History project allowed students to better understand the 
events and figures of our history by relating them to events and figures of our own 
community. Students were better able to comprehend the hardships of early setders, 
evaluate the social effects of war on the home front, examine the prosperity in America, 
assess the cause of the Depression and impact of the New Deal, evaluate the struggle for 
the extension of civil liberties, and explore the social and cultural changes of the most 
recent decades. 

Funding for the project came from a variety of sources. French Studios, Inc., the local 
commercial art company, donated its time and labor, and $5,000 in grant money was 
awarded from US West and Farmers State Bank. The school board voted to financially 
support the rest of the publication costs, close to $30,000. Books were sold for $20 each, 
and profits covered the cost of publication. 

The result of that initial undertaking went beyond the publication of the book, for it 
generated an excitement and a desire for a more contemporary history of the twentieth 
century (the Oxley journals covered only the periods 1838-1899 and 1917-1927). A dif- 
ferent process, and one that would take more than two years to satisfactorily complete, 
had to be used while working on this second project. Because the students did not have 
a source such as the Oxley journals from which to begin, they were faced with the 
challenge of starting from scratch. The process began with the class selecting related 
topics from the decade or era of American history they were studying. They then related 
those topics to their Marion community, researched their topics, and wrote an article. 
The class split into teams of two to four students, and each team selected the topic of its 
choice. Then, it was the students’ responsibility to locate reliable sources and go out into 
the community to find information concerning their specific article. The students then 
gathered information in their teams by writing questions, conducting interviews, reading 
historical documents, and so on. Finally, as soon as enough information was gathered 
about one topic, the students compiled all of the information and created an article on 
desktop publishing for the book. The last piece of the puzzle was locating or taking 
photographs to illustrate and enhance the articles. 

During the 1996-97 and 1997-98 school years, students took suggestions from com- 
munity readers of the first draft and went about improving and revising the draft from 
the previous year. Students from both years located additional photographs and researched 
and wrote additional historical text. The final edition was 209 pages in length with a total 
of 216 photographs. In February of 1998, a presentation was made to school board 
members, who again agreed to provide the funds necessary for publication. We also 
obtained grant funds of $4,000; the school board funded the difference in the $10,000 
printing cost (this was a smaller book, with fewer copies). 
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This project allowed the students the opportunity to interact with a large number of 
community citizens, businesses, and additional resources in ways that traditional classes 
usually don’t. Students were involved in every step of the decision-making process and 
were in day-to-day contact with people in the community. This interaction benefited 
both the students and the community citizens. Local businesses supported the project by 
allowing students to use sophisticated technology to help prepare the books for publica- 
tion. Additional community resources used in the research process were public, private, 
and Masonic libraries; historical museums; the local cemetery; local historical sites; county 
and city government facilities (i.e., City Hall and Chamber of Commerce); local busi- 
nesses; local media (i.e., newsletters, newspapers, radio, and television); senior centers 
and nursing homes; and, of course, community citizens with knowledge of students’ 
research topics. 

The students have been stakeholders in determining their own progress and assess- 
ing the project, and as a result have begun to view themselves as contributing members 
of the Marion community. Students were involved in ongoing reflection and assessment 
activities, including team building and goal setting, conferences with their community 
mentors or teachers, journal writing, and even videotaping responses to questions in 
order to aid students’ presentations to audiences or the media. This project was a monu- 
mental task for the students, considering the small amount of documented information 
available to them. The students were able to complete this book and provide memories 
and testimony of the events and people from the rich history that has shaped Marion into 
the outstanding city it is today. 

As a result of the success of this project, it has been expanded each year to include 
more students. Marion history has been more fully integrated into the social studies 
curriculum, at both the elementary and secondary level, using books that were devel- 
oped by the Marion students as supplemental resources. Recent activities related to com- 
munity history included historical walks and presentations given by high school students 
to all fourth grade students in the district. Students from a commercial art class researched 
and created pieces with historical scenes and buildings that are mounted on a wall at the 
high school. When gravestones were replaced for Civil War soldiers in the local cem- 
etery, the American Legion recruited Marion students to research and write biographical 
sketches of the soldiers. Some of those students, as well as others, were readers at an 
Armed Forces Community Celebration held at the local cemetery, and elementary and 
secondary instrumental and vocal students provided music relevant to the time period. 

The Marion History project is only one of many service-learning experiences reach- 
ing into the community and involving administration, staff, and students throughout the 
district. Projects such as this could not occur without the strong support of administra- 
tors, who allowed students the opportunity to leave campus to conduct field research. 
Our administrators, along with the parents who gave written permission, had enough 
faith in the staff and students involved to give them the responsibility that goes with such 
an undertaking. 

Certainly one of the benefits of including a service element in the social studies 
curriculum is that it will benefit the community, but equally important is the benefit for 
the student, the educational opportunity to interact with community citizens and actively 
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participate in community affairs. Students gain a deeper appreciation for their commu- 
nity, for its past, and for the people who presendy live in it. They begin to see themselves 
as a resource to their community and learn the valuable lesson of becoming a contribut- 
ing citizen. This is a lesson educators hope to instill in young people, so that when they 
are adults, they will take the reins as civic leaders in their own communities. The Marion 
History project allowed us the opportunity to do just that. We learned about the people 
and the institutions of our community by interacting with them, and by learning about 
those closest to home, we learned about other people in our nation and throughout the 
world. 

For more irformation about this service-learning project, phase contact: 

Marc Ferguson 
Marion High School 
675 S. 15th Street 
Marion , Iowa 52302 
phone: (319) 377-9891 
e-mail: mferguson@7nanon.kl 2. rn.us 
To purchase the two-book Marion History set , phase send $20, 
which includes postage and handling, to Marc Ferguson. 
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SOCIAL ADVOCACY: HISTORY, THEORY, AND PRACTICE 
Barbara L. Wysocki 

University Laboratory High School, Urbana, Illinois 
SUITABLE GRADE LEVEL(S): 11-12 

RELEVANT NCSS STANDARDS: 

O CULTURE 

O TIME, CONTINUITY, AND CHANGE 
© INDIVIDUAL DEVELOPMENT AND IDENTITY 
© INDIVIDUALS, GROUPS, AND INSTITUTIONS 
© POWER, AUTHORITY, AND GOVERNANCE 
® SCIENCE, TECHNOLOGY, AND SOCIETY 
© CIVIC IDEALS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1. Learn about selected social problems, their historical development, and so- 
lutions that have been attempted. 

2. Examine the fundamental questions that underlie political philosophies. 

3. Read literary texts (fiction/nonfiction) related to social issues. 

4. Critically analyze the role of popular culture in American society. 

5. Develop knowledge about people and organizations addressing social needs 
in the local community. 

6. Think and act creatively as cidzens in a democratic society. 

7. Reflect on and clarify one’s values in relation to social issues in U.S. society. 

8. Exchange ideas and opinions with others on relevant social issues. 

PROJECT DESCRIPTION: 

In response to student concerns that they were leaving high school knowing a lot about 
math and science but very litde about the “real world,” Audrey Wells, an English instruc- 
tor, and I developed the Social Advocacy course in the mid-1980s. Students asked for a 
course that would put them in touch with their local community, with people facing the 
daily struggles of living as single working mothers, homeless persons, or persons unable 
to read or write. Social Advocacy would become a link between the sheltered environ- 
ment of the school and the life of the community. 

We designed the class to focus on the community’s social problems by dealing with a 
series of core questions such as, What is society? What is a healthy society? Why do we 
have social problems? Who is affected by these problems? How do you define yourself? 
How has your identity been shaped by your society? Do you affect the shape of society? 
Who or what creates culture? Can culture be changed? What is the relationship between 
popular culture and social problems? How does television affect society? What is 
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necessary to solve or remedy a social problem? What are the roles of individual citizens/ 
the private sector/ government (local, state, national) in remedying social problems? 

Students taking Social Advocacy have either had or are currendy in a U.S. History 
course. Therefore, this elective course can focus in on select aspects of cultural develop- 
ment over time, for example, the concept of welfare from 1930-90; the role of reformers 
as exemplified by individual, group, and institutional efforts in effecting change (e.g., 
Jane Addams, the Catholic Worker Movement, churches); and the changing role of gov- 
ernment (local, state, federal) in addressing social issues. 

One of the opening exercises in Social Advocacy is a group activity in which students 
use Tinker Toys to reproduce their image of society. Their designs very clearly bring out 
their ideas of who or what controls society, what the various components are, and what 
roles are played by ordinary people. We then invite our mayor, the township supervisor, 
and local advocacy groups to class to share their perspectives on social service expendi- 
tures as part of the city budget and other related community issues. 

Because of its English/history roots, Social Advocacy has deep connections in both 
areas. The reading assignments, for example, are both fiction and nonfiction, enabling 
students to compare their experience of people with those portrayed in literature. Stu- 
dents write a short story that encourages them to get “into another person’s skin” and 
experience a day from that vantage point. Students also use nonfiction literature to exam- 
ine more closely the personal and social implications of an issue such as teenage parenting 
or foster care. 

Because the focus of this course is on American society and its social problems, we 
acquaint students with social theories about who and what shape contemporary culture. 
Through Michael Harrington’s book The Other America, students come to know about the 
“culture of poverty,” the concept whereby Harrington suggests that people living in pov- 
erty come to develop a set of behaviors that can only be traced to their economic status. 1 

To make this concept more real, students do a “Living Poor” exercise in which they 
are given a hypothetical situation and income level. Their task is to establish a budget, 
identifying fixed costs and discretionary money. With their allocation for food and a 
week’s worth of menus in hand, students then go to a local grocery story to “purchase” 
the food items. At some point, a crisis is imposed in the exercise (e.g., an accident, a job 
lay off, changes in welfare) that forces them to adjust their budgets and underscores the 
precarious nature of the lives of those who are poor. 

Social Advocacy also provides a unit on the media and its influence on American 
society and culture. We examine the sitcom from the fifties to the nineties, asking if the 
portrayal of families, for example, is mirroring American life or communicating an ideal 
of family values. We examine advertising and its use of female images to examine what 
connections there may be to women who are abused or economically powerless. Through 
reading John Howard Griffin’s Black Like Me, students can better assess the role of insti- 
tutional racism in the 1950s and compare it to the contemporary scene. 2 

Our community hosts a few mass production operations that pay low wages and 
offer no benefits. A tour of these facilities enables the students to understand the concept 
of “the working poor,” the high turnover in employees, and the effects of downsizing. 
Students also realize that electronic technology facilitates communication between social 
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agencies, a volunteer on-line site that connects people to volunteer opportunities, and 
demands a certain level of education to make people employable. 

In addition to its social problems focus, Social Advocacy is a course in self-discovery. 
Students are encouraged to examine their personal attitudes, prejudices, and values regard- 
ing society and to see themselves in relationship to the whole. One activity that reinforces 
these objectives is the completion of a personal sociological portrait, using an anthropologi- 
cal model. Students treat themselves as subjects by objectively describing a common occur- 
rence in the family (e.g., mealtime, morning routine) in a paper. Students provide careful 
details of the physical setting, the role of each family member, and the interactions that take 
place. After painting a picture of the scene, students analyze the data as a sociologist might: 
What inferences can be made about income, political affiliation, and religious and educa- 
tional background? What evidence is there about age, race, and gender? We model this 
exercise by videotaping living rooms of our friends (but unknown to the students) and ask 
students to examine the evidences of race, class, and ethnicity as a way to determine infor- 
mation about the occupants. As the students share their portraits, they begin to see patterns 
and divergences from which they can determine what assumptions can or cannot be made 
about people. Through the sociological portrait, students come to a realization of who they 
are or, at least, how they are defined by the broader society (e.g., advertisers, television, 
politicians). They also begin to realize and articulate their perspectives on the causes and 
effects of social problems, as well as their solutions. 

Although all of these activities provide students with valuable learning experiences, 
they receive firsthand knowledge of social issues through the people who are dealing 
with them. To set up the service aspect of the course, we first visited our local United 
Way staff, who were very helpful in recommending social service agencies that were 
possible matches with our hopes for the class. We then visited those agencies, shared our 
vision of the course with them, and invited them to collaborate with us in this endeavor. 
They agreed to take our students as volunteers; the students would receive information 
and insights about illiteracy, homelessness, aging, and the like from the experience. This 
placement plus readings, guest speakers, field trips, and class discussions would assist 
students in evaluating, reflecting, and forming an opinion on the social issues we studied. 

By volunteering in homeless shelters, literacy centers, health care facilities, and the 
like, students have an opportunity to connect names and faces with particular social 
issues. Students generally volunteer two to four hours a week outside of the school day. 
Although some go in the evenings, most complete their volunteer work on the weekends. 
By spending hours every week at their volunteer assignment, students begin to notice the 
frequency with which people use the facility, the interactions between the clients or resi- 
dents, the philosophy of the site, and a number of other subdeties. 

Opportunities to reflect on their service experiences are provided frequently in our 
class meetings. Each week, time is devoted to sharing and reflecting on students’ most 
recent volunteer experiences. Sometimes the sharing is done in a large group, sometimes 
just among the students who are at the same site. Students are expected to keep a journal 
in which they record thoughts, impressions, and insights that reveal much about their 
personal journey. Journals are read by the teachers as a way to continue communication 
on an individual basis, to assess students’ learning, and to challenge their thinking. Re- 
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flection also takes other forms. Sometimes a simple drawing conveys students’ satisfac- 
tion or frustrations; role playing in class can also reveal how things are going or indicate 
unease in the volunteer situation. 

Community involvement occurs on several levels. The placement of students in so- 
cial service agencies requires that the site coordinator become a teacher and active men- 
tor to the students in addition to being a supervisor, providing direction for the students 
and their work. Community resources also provide a wealth of field trip experiences and 
guest speakers in the classroom. The ideal combination occurs when an agency head 
comes to class and shares the history and philosophical background of the agency, and 
then we visit the site, returning to class for discussion and quiet reflection. Most impor- 
tant, students are relating to, and sometimes befriending, people from outside their circle 
and seeing social problems in human as well as academic terms. 

Over the thirteen years of this course, our students have earned a reputation for 
being serious, reliable, and humane workers. One of the benefits of our reputation has 
been agencies calling with requests for help with one-time special projects. Many times 
there are annual fund-raising projects that require extra personnel. Honoring these re- 
quests is an excellent way to explore new possibilities, forge new relationships, involve 
students in the school’s lower grade levels, and broaden the students’ awareness of com- 
munity services and their ability to serve. 

Evaluation is an important component of the Social Advocacy course . 3 We use four 
methods to evaluate students. First, we grade their participation in class. We expect stu- 
dents to be actively engaged in discussions, contributing to the information and insights 
of their peers, and responding to the stimulation offered by guest speakers, field trips, 
and readings. Second, we evaluate their journals. We expect entries after each volunteer 
experience, at assigned times in class, and as a thoughtful instrument for personal growth 
and exploration. Third, we assess the students’ volunteer experiences. We visit the site 
while they are working, note their interactions with staff and clients, and discuss their 
progress with the supervisor. Finally, we grade the written assignments given throughout 
the year. Because these are written essays, traditional standards are used. 

Students also have continual opportunities to evaluate the course. They offer feed- 
back and suggestions for speakers, topics, and field experiences. At the conclusion of the 
course, students do a formal evaluation of the content, methodology, and instruction. 
Over the years, we have incorporated a number of student suggestions and ideas, tailor- 
ing the course to the needs of the students. 

We look upon the Social Advocacy course as an initiation— an approach to respon- 
sible citizenship by raising life-long questions rather than a course that comes to a conclu- 
sion as the semester closes. Therefore, the traditional final exam never seemed to be an 
appropriate way to end the class. Instead, we hold a symposium at which students present 
poster projects that reflect their dreams about solutions to social problems they’ve learned 
about during the class. Parents, agency heads, and classmates are invited to hear their 
presentations and comment on the ideas. Following the presentations, students are awarded 
certificates of appreciation; conversation usually continues over refreshments. 

This elective class, over its thirteen year history, has seemed to attract students who 
are open to and/or inclined toward this teaching methodology and subject matter. The 
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students who take the class find it rewarding and affirming, as suggested by their course 
evaluations at the end of each year. Over the long term, students report continuing some 
kind of volunteer work, especially while they are in college. Some students report having 
refocused their college major, moving away from pure research in medicine, for example, 
toward something more people-oriented or something that brings them closer to indi- 
viduals with real needs. 

The core questions posed by Social Advocacy are life-long questions that every citi- 
zen in a democracy should be asking all the time. By introducing students to volunteer- 
ing, by supporting and affirming them, and by continuing to volunteer ourselves, we are 
communicating that civic involvement should be an integral aspect of everyone’s life. 

For more information about this service-learning project, please contact: 

Barbara L. Wysocki 
University Laboratory High School 
1212 W. Springfield, Avenue 
Urbana, IL 61801 
phone: (217) 333-2870 
e-mail: bwysocki@uni.uiuc.edu 



Notes 

1. Michael Harrington, The Other America (New York: Penguin Books, 1984). 

2. John Howard GrifHn, Black Like Me (New York: Penguin Books, 1960). 

3. For more details about the process of evaluation, see Barbara L. Wysocki, “Evaluating Students in a Course on Social Advocacy,” 
Social Education 63, no. 6 (October 1999): 346-350. 
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GOVERNMENT SERVICE-LEARNING 

Michaelean Monahan 

James Wood High School, Winchester, Virginia 

Kathy Quesenberry Fout 

Sherando High School, Stephens City, Virginia 

SUITABLE GRADE LEVEL(S): 11-12 

RELEVANT NCSS STANDARDS: 

O INDIVIDUALS, GROUPS, AND INSTITUTIONS 

© POWER, AUTHORITY, AND GOVERNANCE 

® PRODUCTION, DISTRIBUTION, AND CONSUMPTION 

© CIVIC IDEAS AND PRACTICES 

SOCIAL STUDIES OBJECTIVES: 

1 . Identify various political and economic systems and the political values that 
support these systems. 

2 . Explain the basic principles underlying the American Constitution and iden- 
tify the events leading to and the compromises made at the Constitutional 
Convention. 

3. Describe the two levels of government and identify the powers of each level. 

4. Describe the structure and function of the three branches of the national 
government as well as the checks and balances that exist among the branches. 

5. Identify the constitutional protections that exist in the Bill of Rights and 
Fourteenth Amendment and recognize the role of the Supreme Court in 
defining these liberties. 

6. Identify the structure of state and local governments and analyze contempo- 
rary problems facing these institutions. 

7. Recognize the role of citizen in one’s local community. 

8. Apply various research skills to problem solve particular issues relating to 
community needs. 

9. Develop the ability to participate in the democratic process at the commu- 
nity level. 

10. Identify how the components of federal, state, and local governments inter- 
act at the community level and how an average citizen can have an impact 
on that interaction. 
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PROJECT DESCRIPTION: 

The Government 12 Service-Learning class in Frederick County, Virginia, is an attempt 
to transform twelfth grade students in U.S. Government classes from passive recipients 
to active participants in the teaching and learning process, while emphasizing the devel- 
opment of citizenship skills. The students use the local community as an extended learn- 
ing laboratory in which they are given the opportunity to apply the knowledge and skills 
they have acquired in their government class to develop possible solutions to community 
problems or issues that are affecting the Winchester/Frederick County area. Students 
select their service learning projects based on actual problems and issues that have been 
identified by local governmental agencies. 

The Government 12 Service-Learning class is one section of a state-required U.S. 
Government class. Students are selected for this class via an application process based on 
grades, attendance, and references; parental permission is also required. The principals, 
directors of guidance, and the service-learning teachers and coordinators work together 
to select the students. 

During the first semester of the Government 12 Service-Learning class, students com- 
plete all the course work for the Government 12 curriculum as required by the Virginia 
Board of Education. During the second semester, students spend approximately half of 
their class time in various local governmental agency placements working on their ser- 
vice learning projects, which they select based on their individual interests. Students 
work in groups of three in agencies such as the County Treasurer, Commissioner of 
Revenue, County Planning, Public Works, Health Department, Commonwealth Attor- 
ney, Clerk of the Court, and Fire and Rescue. Students are required to provide their own 
transportation to and from their placements. They are expected to sign in and out when 
leaving their schools, and are also required to sign in and out of their agency placement 
and to return to their schools at the appropriate time. These expectations strengthen the 
students’ sense of accountability and responsibility. 

An essential component of the class is to ensure that the service-learning projects 
designed by the agencies for the students to complete not only have substantive value for 
the agencies but also a serious instructional component for the students relative to their 
knowledge of local government. We find it imperative to work closely with the commu- 
nity partners/agencies in designing the specific projects. Some of the service-learning 
projects that students have completed include (1) a study of the feasibility of introducing 
a local income tax; (2) a cost-benefit analysis of using the local detoxification center to 
deal with public inebriates in more productive community service versus incarceration in 
the local jail; (3) the feasibility of countywide curbside trash pick-up versus the standard 
dump sites; (4) the availability of low-income housing in the county in the future; (5) a 
study to determine the effectiveness of the local health department’s immunization pro- 
gram; and (6) the impact of the National Voter Registration Act on the local registrar’s 
office and voter turnout. 

The Government 12 Service Learning project has the full cooperation of the school 
board, the county administrator, and the local Board of Supervisors in the placement of 
students in local governmental agencies during the school day. Not all agencies, however, 
have the flexibility or staff to give the students the same amount of guidance and instruction. 
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Because the students are assigned to the local governmental agencies in groups of 
three, they quickly have to develop various group dynamic skills in addition to learning 
about division of labor, time management, and collaborative work skills. Because some 
groups have more guidance than others from their agency supervisors, the importance of 
selecting the proper placements becomes apparent. 

On days when students are not in the community at their placements, they return to 
the classroom and spend time sharing their service-learning experiences with each other. 
They critique each other’s service-learning projects and attempt to solve some of the 
problems they encounter in accessing information for their projects. Readings on the 
concepts of democracy, civic participation, and citizenship are assigned for in-class days. 
Students frequently relate these readings to their service-learning experiences in the com- 
munity, which helps to make the concepts and ideas taught in class far less abstract and 
much more real for the students. 

While students are involved in various community placements during the second 
semester, their work is evaluated through the use of daily logs, periodic project updates, 
and deadlines. Students produce a final written project, which provides for the reinforce- 
ment of their research and writing skills. The students present their projects at a countywide 
evening forum attended by members of the local government, county agencies, school 
officials, parents, and members of the general public. Each project is presented in detail 
using technology media, such as Power Point. The results are enthusiastically received by 
the community audience, and the students express pride in what they have accomplished. 

The projects have been valuable to the respective local government agencies as some 
of the students’ recommendations are already being seriously considered by the county 
officials for implementation. Curbside trash pickup will likely become a reality. The 
immunization program operated by the local health department will undergo some 
changes. Inmates at the regional jail will probably be given the opportunity to participate 
in a work release program in the near future. 

The Government 12 Service-Learning students experience a genuine sense of per- 
sonal accomplishment for having made a meaningful contribution to their community. 
Students have begun to develop a different attitude about their roles as citizens in the 
community, as they see their work as valuable to their respective agencies and begin to 
view the work of their agencies as something very valuable to the community. They have 
also expressed the desire to be part of positive solutions rather then possibly being viewed 
by their community as part of a problem. This insight is not something that can be taught 
in a traditional government classroom setting. 

Parental support has been outstanding. Parents have commented that their sons and 
daughters are initiating conversations at the dinner table about local governmental issues 
and are talking about their service-learning projects. Others have shared that these young 
people are more frequently reading local newspapers to learn about county governmen- 
tal issues. The students’ renewed interests have, in some cases, prompted their parents to 
become more informed about local issues. 

At the conclusion of the Government 12 Service-learning class, students talk about the 
importance of citizens becoming more informed and involved in their community in a 
positive manner rather than placing unreasonable demands on local government agencies. 
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Their commitment continues even after graduation, as some students work with then- 
agencies during the summer in presenting their project findings to other local governments 
in the region. The students’ confidence, oral communications, presentation skills, and pride 
have increased with each opportunity to share their service-learning projects with other 
audiences. Many of the students now say they plan to register, vote, and become involved 
in their community because they believe they can make a difference. 

Although the Government 12 Service-Earning project has been successful in Frederick 
County, it should serve not as a blueprint, but rather as an example that can be modified 
in other school districts and communities. The proximity of an adequate number of local 
governmental agencies staffed by individuals willing to work with students may be a 
problem in some rural areas. Commitment and flexibility on the part of the school dis- 
trict is essential, as well as community commitment and cooperation. 

Teachers who aspire to create a program similar to our Government 12 Service- 
Learning class must be prepared to assume much additional work that can become quite 
time consuming. Funding for such a labor-intensive program can also be a major ob- 
stacle because today many school districts have serious budgetary constraints. Our local 
project was fortunate to receive a two-year grant to pay for the additional expenses from 
the national Surdna Foundation through its effective citizenry initiative. 

As a result of the Frederick County Government 12 Service-Learning project, our 
beliefs have been affirmed that the experiences students gain by working hand-in-hand 
with community partners on meaningful projects is a lesson in citizenship that will not be 
forgotten once students have graduated. As one service-learning student observed, “People 
need to wake up and get involved, and they won’t be so bored with the government 
because there is so much to learn and so much to do.” 

For more information about this service-learning project, please contact: 
Michaelean Monahan Kathy Quesenberry Font 
James Wood High School Sherando High School 

161 Apple Pie Ridge Road 185 South Warrior Drive 
Winchester , VA 22603 Stephens City , VA 22655 

phone: (540) 667-5226 phone: (540) 869-0060 
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SERVICE-LEARNING IN SOCIAL STUDIES 
TEACHER EDUCATION 

Joan Rose 

Indiana University Southeast, New Albany, Indiana 

If the concept of service-learning is to reach its potential in K-12 education, both preservice 
and in-service teachers need to know how to design appropriate curriculum and to imple- 
ment sound service-learning projects. In this chapter, I discuss strategies for including 
service-learning in social studies teacher education based on my teaching experience at 
Indiana University Southeast in an undergraduate social studies methods course and 
related field experience, as well as in a graduate service-learning workshop. 

My undergraduate students and I maintain a close working partnership with public 
school colleagues at S. Ellen Jones Elementary in New Albany, Indiana, where grant 
funds from the Indiana Department of Education (via the Corporation for National Ser- 
vice) have supported a schoolwide service-learning program for five years. The service- 
learning activities in the teacher education program at Indiana University Southeast have 
been supported through joint funding from Indiana Campus Compact and the Indiana 
Department of Education under the Embedding Service-learning into Teacher Educa- 
tion (ESTE) Program. In addition, my work in service-learning as an individual faculty 
member has been supported during the 1996-97 academic year through the Indiana 
Campus Compact Learn and Serve Faculty Fellows Program. 



SERVICE-LEARNING PROVIDES A NATURAL CONTEXT FOR BUILDING EXPERTISE 

Service-learning provides a natural context in which future teachers can expand their 
knowledge about teaching and learning in circumstances that are rich and real. Our job, 
as program-based teacher educators, is to help preservice teachers lay the foundation for 
continued development of expertise in teaching. Building expertise involves much more 
than knowing facts. It is based on a deep knowledge of the challenges associated with 
teaching and learning in today’s schools. Planning appropriate experiences that truly 
help preservice teachers discover that deep knowledge is our challenge. 

Caine and Caine suggest that all learners should be immersed in activities that are 
personally meaningful and challenging and, further, that learners must be given the 
opportunity to process these experiences. 1 The term “orchestrated immersion” is used 
to describe teaching that takes information off the page and the blackboard and brings 
it to life in the minds of students. When we involve preservice teachers along with K- 
12 students in compelling experiences, such as helping elderly persons, interacting 
with persons with disabilities, and investigating social inequities, we are asking them to 
develop and employ complex thinking skills. By immersing preservice teachers in the 
pedagogy of service-learning, we afford them the opportunity to become designers of 
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experiences for children that are meaningful and effective and that support a host of 
civic and social goals present in a democratic society. 

SERVICE-LEARNING HELPS TO DEVELOP SKILLS 
AND DISPOSITIONS WE VALUE 

Service-learning builds awareness of what it means to live lives of connection in caring 
communities. Authentic learning naturally flows when both information and personal 
involvement are present. The research on service-learning shows that it is a positive 
contributor to the development of outcomes we have always desired for future teachers, 
namely that they feel positive about themselves and teaching, that they become self- 
aware and able to advocate for all children, that they are able to help children develop 
complex thinking and problem solving skills, and that they feel empowered to “make a 
difference” in their world through facilitating the learning of children. 2 Service-learning 
supports the preparation of teachers to work within our multicultural society and engage 
in reforms aimed at authentic learning. 3 Research has documented that service-learning 
has positive effects on preservice teachers’ personal development, career awareness, and 
self-efficacy regarding their ability to help solve the problems of society. 4 

Teacher educators have identified several rationales for including service-learning in 
a teacher education program. These include (1) to give preservice teachers practice in 
designing reflection activities for students, 5 (2) to help preservice teachers develop a stu- 
dent-centered approach to teaching, 6 and (3) to extend their visions of the teaching role 
to encompass counselor, community liaison, and moral leader. 7 



SERVICE-LEARNING IS A TOOL TO ORGANIZE REQUIRED CURRICULA 

Instructional units based on service-learning fit easily into local and state curricular 
guidelines and many of the conceptual models and frameworks currendy in use by K-12 
schools. As a teaching strategy, service-learning is particularly well-suited to the goals 
and objectives of social studies teacher education. The National Council for the Social 
Studies’ standards themes are based on the traditional social science disciplines— building 
on the interconnectedness of these disciplines and providing structure for understanding 
society and citizenship goals. 8 Service-learning projects often involve issues of civic par- 
ticipation, such as balancing the rights and responsibilities of individuals and groups, 
negotiating the process of changing a procedure or law, or simply obtaining permission 
to complete a public improvement project. Links between service-learning and the per- 
formance expectations associated with NCSS Standards are plentiful and easy to access, 
as demonstrated by the K-12 project descriptions in this bulletin. 



SERVICE-LEARNING PRESENTS IMPORTANT CHALLENGES 

Although service-learning as a methodology presents great opportunities for teachers 
and students, we have also learned through recent research and experience that service- 
learning programs in both K-12 schools and teacher education programs present de- 
mands of training, time, financial resources, and administrative support that must be 
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considered. 9 In view of this basic concern, it is necessary for the teacher educator to 
make the role of teacher-as-facilitator explicit while providing the necessary emotional 
and practical support to help the preservice teacher respond positively to these chal- 
lenges. For example, teacher educators can assist preservice teachers in learning about 
simple ways to acquire funding (e.g., bake sales, small grants, admission to special school 
events) and volunteer support (e.g., parents, community members, school staff) for school- 
based service-learning projects. 

One significant challenge in undergraduate teacher education is overcoming tradi- 
tional views of teaching and learning and changing the dynamics of the classroom. Wade 
observed that “most students enter teacher education programs with largely traditional 
views that they have acquired over a dozen years of schooling. . . . Challenging belief 
structures created early in life remains a decidedly difficult task.” 10 This is particularly 
important in regard to preparing teachers to teach diverse populations. Several teacher 
educators have noted the difficulties in fostering preservice teachers’ abilities and willing- 
ness to question cultural norms about diversity and poverty 11 or to develop a stronger 
commitment to social justice. 12 Many have noted, however, that service-learning is an 
effective strategy for enhancing preservice teachers’ awareness and acceptance of diverse 
youth. 13 

It is also important to thoroughly immerse the preservice or in-service teacher in a 
leadership role when possible. In their study of the student teaching experience, Wade 
and Yarborough found that student teachers who were centrally involved in the planning 
and implementation of a service-learning project felt more empowered and had more 
positive outcomes. 14 Student evaluations from my methods course also verify that 
preservice teachers who feel they are the primary leaders in a service-learning project 
rate the experience more positively. Furthermore, some of the most positive comments 
on student evaluations have come when the preservice teacher had more knowledge and 
understanding of the service-learning process than the cooperating teacher. 

The challenges of time, financial resources, and administrative support are more con- 
crete and can be addressed through building linkages and relationships within and between 
universities, schools, and communities. In the descriptions that follow, I explain how I 
worked with these challenges in my methods courses and their related field experience. 



SERVICE-LEARNING IN ELEMENTARY SOCIAL STUDIES METHODS 

Five goals for the undergraduate social studies methods course at Indiana University 
Southeast (IUS) include the following: (1) to develop positive attitudes and perceptions 
about the teaching of social studies; (2) to relate principles and theories from the course 
to actual practice in classrooms and schools; (3) to plan and manage appropriate lessons 
and units for social studies instruction; (4) to use the concept of service-learning as a 
social studies strategy; and (5) to understand and apply the National Council for Social 
Studies (NCSS) Standards as a framework for lesson and unit development, program 
evaluation, and student assessment. Additional goals for the related field experience in- 
clude the following: (1) to experience the role of teacher as facilitator and coach of the 
learning process and (2) to contribute to the learning experiences of children. 
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There are some requirements I think of as “general requirements” for the methods 
course, which include reflecting on journal articles, comparing Internet sites, attending 
instructor conferences, comparing textbooks, creating a group unit based on a textbook 
with a service-learning project, making a group presentation that includes ideas for ser- 
vice-learning projects related to specific social studies disciplines, and designing a re- 
source unit that may be related to the field experience service-learning project or may 
include an entirely new project idea. Class sessions for the undergraduate social studies 
methods course provide background information, curriculum design and assessment skills, 
processing activities, and reflection opportunities. 

The field experience, consisting of an orientation, class observations, a planning ses- 
sion with the cooperating teacher, five lessons, and a celebration (frequently schoolwide), 
provide opportunities to put theory into practice with support from a classroom teacher 
in a school setting. Lessons implemented in the field experience are directly related to the 
key elements of service-learning (e.g., assessment of needs and resources, preparation, 
decision making, reflection) and must be specifically tied to NCSS themes and perfor- 
mance expectations. 



SUPPLEMENTARY MATERIALS AND STRATEGIES 
BUILD BACKGROUND KNOWLEDGE 

Students 5 successful use of service-learning as pedagogy in their field experiences requires 
supplementing the regular social studies methods text with readings, videos, testimonials, 
guest speakers, and other strategies. At the beginning of the semester, I provide a number 
of journal citations with choices for required readings via my website, which contains an 
electronic version of my course syllabus with links to related resources. These citations for 
appropriate readings are arranged into four categories (General Social Studies, Service- 
learning, Performance Assessment, and Portfolio Assessment) with several choices in each 
category. The structured readings are spaced throughout the semester and help to establish 
the group’s knowledge base about social studies and service-learning connections and con- 
tinually invite the reader to consider theory/practice issues. For example, the reflection 
papers associated with these readings include key ideas, questions, connections to social 
studies, application ideas, and insights. From semester to semester, I have noted the articles 
that seem to yield the richest reflections and weeded the selections accordingly. 

Although we have an excellent selection of children’s literature at IUS, I have found 
that my students need explicit help in selecting appropriate literature to assist in the 
development of a service-learning theme. I have recently collaborated with my literacy 
college to identify and maintain appropriate text sets that support service-learning topics, 
such as the situation of elderly persons, endangered animals, and homelessness. These 
text sets may include poems, essays, children’s literature, and illustrations. Although 
many of these items are already in our collection, I believe the convenience and organiza- 
tion of the text sets into these categories will assist the students in identifying high-quality 
literature that will support content, feelings, and values associated with issues and social 
concerns that relate to service-learning projects occurring during the semester. 
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SERVICE-LEARNING IS REAL SOCIAL STUDIES 

Preservice teachers expect a social studies methods course to “prepare me to teach social 
studies ” Accordingly, I find it helps to make the connection between service-learning and 
the traditional social studies disciplines (e.g., history, geography, economics) very clear. I 
do this at every opportunity possible, through class discussion, reflection activities, and 
specific assignments. For instance, one assignment requires students in the class to break 
into groups for a study of each of the ten NCSS themes (e.g., Culture; Time, Continuity, 
and Change; People, Places, and Environments) and associated performance expecta- 
tions. A part of this assignment asks that students create a class presentation and handout 
that illustrate typical content, methods, and resources associated with the assigned theme. 
Students must also suggest service-learning projects that could assist K-12 students in 
meeting appropriate performance expectations. Preservice teachers present lesson plans, 
materials, Internet sources, and journal readings as illustrations for the connections they 
have made. This is often an eye-opening experience for students who then begin to see 
the potential for service-learning to enhance social studies education. 

Another assignment aimed at creating strong connections between the social studies 
curriculum and service-learning requires teams of students to discover how a service- 
learning project can evolve from the content of a traditional textbook chapter. In small 
groups, students brainstorm and develop an outline of an instructional unit based on the 
chapter. A portion of this assignment is devoted to considering each of the key elements 
of service-learning and developing a description of how that element could be imple- 
mented in a suggested project. A final summary for the assignment asks the students to 
explain how service and learning are connected in the group unit plan. As students com- 
plete this assignment, they begin to see that service ideas can easily flow out of textbook 
material and other required curricula. 

A major assignment at the end of the course brings these curriculum design experi- 
ences and the service-learning field experience together in a final resource unit in which, 
again, students are asked to show the specific curricular connections and reflect on strengths 
and weaknesses of their design as it relates to balancing the NCSS themes and perfor- 
mance expectations, thinking skills, kinds of intelligences, local and state curriculum 
proficiencies, service-learning elements, kinds of class groupings, and subject matter con- 
nections. 



TAKING A RISK— GETTING BACK INTO THE CLASSROOM 

A prerequisite to establishing a quality field experience is establishing a quality relationship 
with your school partners and their respective community agencies. In my research on 
school-community partnerships, I observed how important it is for key individuals in the 
partnership to have credibility both at the university and in the school. 15 Professors are 
often viewed as individuals who have theoretical knowledge but lack practical experience. 
It is important for school partners to see university personnel as having firsthand knowl- 
edge about the exigencies and pace of the public school environment. In order to strengthen 
my credibility with my school partners and preservice teachers, I have sought opportuni- 
ties to renew my classroom skills within the public school environment. Twice in the past 
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five years I have intentionally taken the time at the end of spring semester to personally 
conduct short-term (six weeks) exploratory service-learning courses in a middle school 
setting. One was structured around my special interest of quilting and the other around the 
social problem of homelessness. Each experience exposed me to middle school students 
and allowed me to model service-learning practices within a school. They have also served 
as a vivid reminder to me of the practical considerations that accompany the idealism of 
“making the world a better place” My theoretical understandings have been tempered with 
the very real experience of “what works” in today’s classroom. Recalling these experiences 
helps me empathize with my students and helps promote my credibility in public school 
practicum settings. I highly recommend them to anyone wishing to understand and remain 
“in touch” with the everyday life of teachers and students in schools. 



BUILD A STRUCTURE THAT SUPPORTS A SUCCESSFUL PRESERVICE EXPERIENCE 

Another important consideration in planning a quality field experience is establishing an 
organized method of doing business. At S. Ellen Jones Elementary, where I have been 
taking my students for five years, we asked for a budget line in the grant funds men- 
tioned earlier to hire a service-learning coordinator. This individual takes care of com- 
munication between school and university (e.g., arranges meetings), helps plan recep- 
tions and celebrations, arranges bus transportation for field trips, helps document service 
activities, and assists cooperating and preservice teachers in obtaining necessary supplies 
for projects. In addition, we have formed a small informal planning group that meets 
before school each semester two or three times to establish a schedule of events for the 
semester, plan the orientation and the celebration, and discuss other logistical concerns. 
This group consists of myself, the principal, the service-learning coordinator, a primary 
and an intermediate teacher, and one or two preservice teachers. After several semesters 
of working together, group members form friendships and bonds that make planning 
and problem solving easier. It is not always the case that an entire school will become 
involved in the service-learning initiatives, yet a high-quality collaboration with support 
from both the public school and the university is likely to encourage many teachers to 
participate. 



PROVIDE A WELL-ORCHESTRATED ORIENTATION TO THE FIELD EXPERIENCE 

I find that my students are always concerned about how they will be received in the 
school setting. In addition, they are sometimes anxious about extending themselves be- 
yond the classroom into the community. One of the most helpful strategies I have found 
to ease these concerns is a well-planned orientation day aimed at creating a hospitable 
environment in the school that promotes feelings of safety and trust. This orientation is 
collaboratively planned by the small group mentioned above. Signs of professional 
“specialness” and respect are given to preservice teachers in the form of name tags and 
folders of information. A continental breakfast is provided with time to chat and wel- 
come each preservice teacher to the school. 
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A typical orientation lasts from 8:30 a.m. until the end of the school day, with an 
hour for “lunch on your own.” In the morning, preservice teachers are welcomed by the 
principal, who communicates the seriousness with which she/he and the staff approach 
service-learning and what the activities of the preservice teachers mean to the students at 
the school. This is followed by a parent and other staff members, who describe how they 
see service-learning fitting into the school culture and curriculum, recount some of their 
favorite experiences with service-learning, and explain the logistics of getting supplies, 
conducting fund-raising, and arranging field trips. 

I usually take a few moments to summarize the requirements of the field experience 
for everyone, including key school personnel, allowing them to hear and ask questions. 
One of the most important speakers in the morning is one of the classroom teachers, who 
explains the wishes of the classroom teachers concerning preparing and cleaning up after 
projects, planning for field trips, contacting teachers at home, and giving clear directions 
to students. Sometimes we are able to have a guest speaker, such as a Department of 
Education consultant, who sees service-learning programs statewide and can reflect on 
their importance for state proficiencies. 

At the conclusion of the morning’s activities, selected students from intermediate 
grade level classes conduct walking tours of the school community. During these infor- 
mal times, preservice teachers get a chance to see the community and ask questions of 
the students they might not ask in a more formal setting. Following a lunch break, stu- 
dents return to the school to meet their assigned teachers and students, complete some 
initial class observations, and learn what units are being studied and what projects are of 
interest to each class. Sometimes preservice teachers conduct brainstorming sessions with 
students, and sometimes they just observe while students explain what they have been 
studying. 

At the end of the observation time, preservice teachers reassemble as a group and 
listen to a panel of elementary students present some of their past experiences and opin- 
ions about service-learning and working with preservice teachers (PSTs, they call them). 
It is during this time that my students catch a glimpse of the meaning of service-learning 
and how their work in schools touches the lives of children. Following this panel discus- 
sion, preservice teachers once again have the opportunity to question the principal, staff 
members, and me. By the end of the day, their comfort level and commitment to the field 
experience have usually been gready enhanced. 

In addition to the careful orientation of the preservice teacher to the school setting, it 
has been important for us to arrange a planning time between the classroom teacher and 
the preservice teacher during which they can take student ideas that have been discussed 
and plan lessons and experiences that will form the basis for the service-learning project. 
At S. Ellenjones Elementary, grant monies have been used to provide substitute teachers 
for a two-hour planning block for each teacher/preservice teacher pair. This planning 
pays big dividends in terms of the smooth functioning of the school, the comfort level 
and enthusiasm of the preservice teachers, and my ability to provide coaching and super- 
vision to my students. In instances in which schools have not had grant monies for 
planning or cases in which only a few teachers in the school were involved in the field 
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experiences, students have arranged these planning times independendy to fit the sched- 
ules of the teacher and themselves. 



CELEBRATE, CELEBRATE, CELEBRATE 

At the end of each project, preservice teachers at IUS are asked to demonstrate then- 
service and learning in two ways: a service-learning fair on campus and a schoolwide 
program at the field site. Although there have been variations with both of these activi- 
ties, each provides a way to communicate not only information but also meaning. At the 
school sites, celebrations have ranged from in-class sharing, to a few classes coming to- 
gether, to a schoolwide program with colorful balloons, T-shirts, singing, demonstra- 
tions, displays, and speakers. At S. Ellen Jones, the celebrations have been schoolwide, 
exciting, and filled with that all important “aha” for the preservice teacher. Because 
preservice teachers work with individual classes, they sometimes miss how collective 
efforts from a number of projects can build a culture of caring within a school. Student 
comments at the end of the semester often sound like “you never told us it was like this” 
or “I didn’t realize the kids cared so much.” 

On campus, I ask each preservice teacher to demonstrate what he or she has been 
doing at the field site by participating in a service-learning fair. This is held during a 
regular class session and includes inviting neighboring classes to visit the exhibits. 
Preservice teachers must prepare an exhibit and explain their projects in terms of both 
the service and the learning accomplished during the semester with their K-12 students. 
This creates an authentic assessment setting for my students and replaces the traditional 
midterm exam with an exhibition opportunity. It also serves as an opportunity for pre- 
methods students to anticipate the nature of activities within the methods courses. 



IN-SERVICE TEACHERS FACE SPECIAL CHALLENGES 

Classroom teachers wishing to gain experience with service-learning frequently elect the 
graduate workshop in service-learning at IUS. We first began offering the course in the 
fall of 1996 as a three-hour course and have since adjusted the credit to one semester 
hour. Classes are held during three intensive weekends with an extended space in the 
middle of the semester for students to plan and implement a beginning service-learning 
project with their classes. As with the undergraduate students, the first sessions are filled 
with information, background material, and dialogue. Teachers gain practice in generat- 
ing projects from required curricula and then return to school to explore ideas with their 
students. I provide consultation for individual projects as the semester progresses, and 
teachers return at the end of the semester to share the results of their work. 

Students in my graduate classes have come from a variety of levels and subject areas, 
including elementary teachers, special education teachers, vocational teachers, and teach- 
ers who operate special units in hospitals or other institutions. Sometimes they face chal- 
lenges particular to their situation that may affect their ability to implement a project. For 
instance, one teacher operated a classroom in a mental health facility where students were 
mostly short-term patients. Scissors and sharp pencils were not allowed. In addition, she 
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was not allowed to use photographs of the students. If she took the children outside, some 
of them became “runners” (i.e., they attempted to leave the grounds without permission). 
In this case, the teacher was very challenged to come up with projects that would help the 
students shift the focus from themselves to others. She did manage, despite all of the limita- 
tions, to develop a project in which students made artificial flower arrangements and pre- 
sented them to other patients within the facility. 

Some graduate students will face other obstacles within their school, such as lack of 
transportation for a needed field trip, insufficient funds for supplies, or just the percep- 
tion that learning should occur within the four walls of the classroom. It is important to 
recognize when a graduate student faces these concerns and provide flexibility in course 
requirements, additional psychological support, and resources when possible. If service- 
learning is a new idea to the community and local administrators are not knowledgeable 
about the goals of service-learning, it may be helpful to visit the school site and seek 
opportunities for discussion and explanation. 

More often than not, graduate students who elect the service-learning workshop 
have found creative ways to engage their students in service based on curricular goals. 
Comments on their evaluations lead me to believe they sometimes take on projects that 
prove quite ambitious, and yet they find that engaging in service-learning has been very 
rewarding. Their sharing in class is rich with stories of both success and failure. They 
learn from each other, and I learn from them. Much of what concerns them is similar to 
the concerns of preservice teachers— particularly the issues of time, resources, and admin- 
istrative support. 



THE CHALLENGES FOR TEACHER EDUCATORS 

Service-learning as a strategy for teacher education has a lot of potential, and yet the 
reflective educator must also acknowledge a few challenges. Service-learning takes the 
teacher educator into the community and into real situations with preservice and in- 
service teachers. In the community are real people with real problems, issues of resources 
and fairness, and uncharted waters. Any of these factors can become a concern for safety, 
frustration, or public relations. Supporting several service-learning projects simultaneously 
can also be extremely labor intensive. This makes time management, administrative 
support, and resources concerns for faculty as well as preservice and in-service teachers. 

The university reward system can also be a challenge for the teacher educator com- 
mitted to service-learning. Service-learning lends itself to an integrated approach to teach- 
ing, research, and service. Indeed, it becomes very hard to separate these activities within 
the context of service-learning pedagogy. Promotion and tenure rules usually require a 
classification of one’s activities into one of the three traditional categories. Deans and 
other faculty must understand and support the work of the teacher educator who takes a 
more hands-on approach to teacher education. 

Despite the challenges mentioned, service-learning provides an opportunity for the 
teacher educator to become involved at a level that produces meaningful results for 
preservice teachers and promising growth for K-12 students. Willis Harman talked about 
two stonecutters who were engaged in a similar activity. 16 He states, “Asked what they 
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were doing, one answered, ‘I’m squaring up this block of stone.’ The other replied, ‘I’m 
building a cathedral.’ The first may have been underemployed; the second was not. Clearly 
what counts is not so much what work a person does, but what he perceives he is doing 
it for .” 17 Like the stone cutter building a cathedral, teacher educators do important and 
significant work. Service-learning allows us to prepare teachers who have the knowledge 
and skills to be efficient and effective educators, but, more importantly, it allows us the 
opportunity to develop the dispositions and habits of mind that could transform their 
understanding about the meaning and purpose of their work with children. 
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CHALLENGES TO EFFECTIVE PRACTICE 

Rahimo C. Wade 

Based on my work with public school service-learning programs and my observations of 
the service-learning movement nationwide, I believe that the lack of service-learning prac- 
tice in social studies programs can be explained by challenges in two arenas: the culture 
of public schooling and the practice of service-learning itself. In this chapter, I explore the 
challenges in each of these realms and offer suggestions for improving service-learning 
activities to meet social studies goals and objectives. 

Service-learning advocates, by and large, have not devoted much effort to assessing 
either service-learning in schools or the national service-learning movement as a whole. 
Although there are some legitimate reasons for neglecting that inquiry— such as the fear 
that opponents might use criticism to undermine the movement— critical reflection is es- 
sential to improvement. The ideas in this chapter are offered in the spirit expressed by 
Purpel in his statement, “The best criticism ought not to disarm and neutralize but in- 
stead should serve to rearm and energize .” 1 I have divided the problems facing service- 
learning into two categories. First, I address the dissonance between service-learning and 
the norms and values of most public schools. Second, I discuss some difficulties within 
service-learning itself. 

THE CULTURE OF PUBLIC SCHOOLING 

Many aspects of the current structure of public schools in the United States pose signifi- 
cant challenges to the practice of service-learning. Perhaps most pervasive and poten- 
tially daunting is the way public schools mirror society in placing a high value on indi- 
vidual success over collective well-being. The norm in public school classrooms at all 
grade levels is individual work (e.g., seat work, homework, tests, essays). Frequently, 
communication and collaboration among students are discouraged. Elementary students, 
in particular, are often admonished to “keep your eyes, hands, and feet to yourself.” High 
schools are typically characterized by fifty-minute, single-subject classes in which the 
teacher lectures the students and tests them individually on the material of the course. 

The focus on individualism goes beyond the students to other aspects of school life. 
Schools do not generally encourage collaboration among teachers or between school and 
community. The public school structure makes collaboration difficult; most teachers do 
not have telephones in their classrooms, nor do they have many minutes in the school 
day to make or receive phone calls. Although some schools encourage shared planning 
time or team teaching, most often teachers are not provided with long lunch hours for 
meetings or discussion or with congruent planning periods. 



* This chapter is taken from R. C. Wade, “Community Service-Learning and the Social Studies Curriculum: Challenges to Effective 
Practice” The Social Studies 88 (September/October 1997): 197-202. Reprinted by permission. 
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Teachers frequently mention another challenge as a major barrier to implementing 
service-learning in their classrooms, and that is time . 2 Teachers need considerable time to 
plan and coordinate site-specific activities, collaborate with others, think creatively about 
how to tie service to the curriculum, and make logistical arrangements for funding, trans- 
portation, and student supervision. Some teachers note that even if they had the time to 
do all of those tasks, they would still have difficulty finding time to fit service-learning 
projects into the school day, given all of the other demands in an increasingly over- 
crowded curriculum. Teachers who are not skilled in blending service with academics 
may view service-learning as valuable, but nonetheless a time-consuming “add-on.” 
Another challenge to service-learning in public schooling is the pervasive notion of 
“learning” as the memorization of factual information. Teachers who believe that their 
primary or only role is to present information to students and have them answer the 
questions in a textbook or take a test to determine how much of a lecture has been 
retained are unlikely to take the time and make the effort needed to implement service- 
learning activities in their classrooms. Research has shown that students learn by con- 
structing meaning from their experience , 3 but schools seldom provide the direct experi- 
ence and subsequent reflection that learning requires. The reflection component is a 
critical aspect of service-learning programs. Indeed, in a meta-analysis of research studies 
on community service and service-learning, Conrad and Hedin found that reflection was 
the single necessary element in a service program’s leading to learning by students . 4 The 
notion that important information lies in students’ experiences and the processing of 
those experiences, rather than only in external authorities or textbooks, is an alien idea 
in many school settings. 

Service-learning projects focus on more than fact retention; they provide students 
with the opportunities to develop knowledge, skills, and attitudes that can be applied to 
real life situations. Community activities such as service-learning bring students in con- 
tact with a wide variety of people and tasks, and thus provide opportunities for personal 
and social development. Teachers who choose to include service in their curricula value 
those outcomes as well as their students’ academic development . 5 Those who believe 
that the sole purpose of school is fact acquisition may think that service-learning is un- 
necessary, inappropriate, or a waste of time. The time issue may be critical, particularly 
for secondary social studies teachers faced with pressures to cover a specified amount of 
content in the textbook within a given period. 

Schug and Beery have suggested several further difficulties for social studies teachers 
considering community activities in their curricula: 

Community study requires more preparation by the teacher and student 
than other approaches to the social studies. Texts are not there to be evalu- 
ated, adopted, purchased, and used to give structure and substance to les- 
sons. When there is so much that can be taught from textbooks and other 
standard curricular materials; when students resist being pushed out of the 
classroom to dig up, organize, and create their own information; when a 
variety of special interest groups become alarmed if young people probe real 
issues of the day, a harried social studies teacher might well ask: “Why 
bother ?” 6 
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These challenges can combine to produce an educational climate unsupportive of 
service-learning. If service-learning is to become a central part of public school social 
studies curricula, educators will need to respond with creativity and persistence to the 
challenges posed by the public school system. Three efforts may prove instrumental. 
First, when educators connect service-learning with compatible educational reform move- 
ments in their districts, they can often capitalize on prevailing funds, interest, and person- 
nel. For example, some service-learning programs have been aligned with school-to work, 
drug education, dropout prevention, or authentic assessment initiatives. 

Second, educators must make use of or develop suitable curriculum resources. See, 
for example, the Active Citizenship Today materials developed by the Constitutional 
Rights Foundation and the Close Up Foundation . 7 Those curriculum guides have been 
designed specifically for use in social studies classrooms. Other excellent curricular re- 
sources for service-learning programs are also available . 8 Many of the materials can be 
adapted for social studies programs. 

In addition, many school districts are recognizing that they need to establish support 
systems for teachers involved with service-learning. Service-learning coordinators, teacher 
mentors, or peer consultants can assist in building a climate of collaboration in the school. 
School systems that expect teachers to engage in service-learning over the long term need 
to take the time problem seriously; many creative options exist for scheduling, staffing, 
and other supports that can make the difference for busy teachers. For example, in a 
midwestem university/public school service-learning program, teachers are provided with 
assistance from teacher-education students, use of service-learning resource “kits” on 
themes of interest (e.g., intergenerational, environmental), and paid planning time at 
school-site workshops. Teachers will always be challenged by the problem of available 
time, but supports such as these help many teachers continue to implement service-learn- 
' ing without “burning out.” 

Service-learning programs will have to fit within existing public school structures 
and, at the same time, attempt to transform them. Schools that have adopted a more 
student-centered, authentic approach to learning with flexible scheduling and collabora- 
tive teaching and learning structures will undoubtedly have an easier time adopting ser- 
vice-learning programs. More traditional schools will be challenged either to adapt ser- 
vice-learning practice to fit the school culture or to make structural changes in the school 
to support service-learning programs. 

No matter what the type of school, the concept of such programs will spread if 
teacher educators, as part of their teacher preparation programs, train preservice teach- 
ers in the methods of service-learning. Through such involvement, preservice teachers 
can develop reflective thinking skills, become aware of community resources, and assist 
diverse students in learning through authentic instruction . 9 With the increase in many 
types of school and community collaborations, teachers trained in service-learning can 
be instrumental in bringing needed social services to students and their families . 10 Teacher 
educators have developed many approaches to infusing service-learning in the curricu- 
lum, from methods courses or practicum experiences to special courses in service-learn- 
ing to projects completed during student teaching . 11 
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THE PRACTICE OF SERVICE-LEARNING 

Many problems beset the practice of service in school-based programs. First, too many 
service-learning projects focus on fund-raising, collections, or other indirect activities 
that may alleviate guilt but do little to build the solidarity and communal relationships 
characteristic of quality service-learning. Even when students interact with members of 
the community, service is often expressed as “do-gooding.” Barber has contended that 
the focus of service-learning should be on citizenship, not charity. 12 Young people should 
focus not on helping “different” others with “their” problems but rather on “serving a 
public good that is also their own.” 13 Sigmon has noted the lack of a sense of shared 
community in educators’ comments about “using” the community and its agencies for 
students to gain experience, explore a career path, test a theory in practice, or do some- 
thing for someone in need. 14 

That withdrawal from connection with others in the community is representative of 
the society’s valuing of private over civic virtue. Brandhorst has noted that whereas there 
is evidence that young people are drawn to community service activities that involve 
caring about others and “feeling good” about oneself as a result, there appears to be little 
interest in public citizenship. 15 Newmann has asserted that a curriculum designed to 
prepare youth for future participation in one form does not necessarily prepare them for 
participation in another. 16 Thus, it is important that educators develop service-1 earning 
projects that support curricular goals and objectives. Social studies educators, in particu- 
lar, should think carefully about how to structure service-learning projects that will en- 
hance students’ understanding of and commitment to being involved in the democratic 
process. The examples of service-learning projects in Chapters 2 through 4 of this bulle- 
tin illustrate just a few of the many ways social studies educators can frame service- 
learning within the context of civic action and public virtue. Students must be encour- 
aged to look beyond their individual interests and seek the interest of the community at 
large. Furthermore, if social studies educators strive to develop their students’ commit- 
ment to political action, they will probably be successful if they choose service activities 
dealing with government or political issues. 

Without a concern for the future of society as a whole, students are less likely to 
consider the historical or societal contexts influencing the social issues that they may be 
addressing on a small scale with individuals or a single agency in their co mm unities. 
Schultz has asserted that it is possible to become so intent on the problems at hand that 
students “lose awareness of the larger historical and contemporary forces acting on the 
present situation.” 17 “This can lead to inappropriate action and an inability on the part of 
the student to generalize from present to subsequent action.” 18 In too many service-learn- 
ing programs, students simply accept the societal situations they confront “as they are,” 
without questioning what might be needed for broad-based social change or developing 
an imaginative vision of how we could live together in more just and humane ways. 19 

Schneider has suggested that one of the ways that service-learning programs can 
become part of the solution rather than part of the problem is for the program leaders to 
ask significant and probing questions about the agencies where students are working and 
the underlying causes of the problems they are addressing. 20 Through such an approach, 
social studies teachers can incorporate the study of historical and societal issues into the 
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service-learning project. Students must be taught to question the status quo, to examine 
stereotypes, to look beneath appearances in identifying causes, to seek out diverse opin- 
ions from varying information sources, and to be bold enough to envision more just and 
equitable ways of structuring our democratic society. 

Service-learning projects in multicultural settings present a further challenge. The 
many barriers to equality that currently exist among people of different cultures in our 
society cannot be ignored in the design and conduct of service-learning programs. Purpel 
has noted that the potential exists for miscommunication, cultural misunderstanding, 
and even bewilderment in projects in which students from a dominant culture serve the 
marginalized members of society . 21 He has also asserted the possibility of the service 
fostering 

a sense of arrogance and condescension on the part of those who presume to 
know and act to intervene for what is best for other people . . . Lurking in the 
background of such relationships is the very real possibility of enhanced 
resentment, guilt, humiliation, and alienation for all involved which can cul- 
minate in the pain of embittered polarization . 22 

Cruz has posited that “in the context of conflicting interests and historical domi- 
nance of one racial or gender group over another, it is possible that ‘service,’ in and of 
itself, can have racist or sexist outcomes despite good intentions .” 23 Thus, it is possible 
that although service-learning might empower the student, it might not promote the 
common good if it reinforces a sense of inferiority among those served or superiority 
among those who do the serving . 24 Historically, wealthy Americans have been in a posi- 
tion to bestow or withhold aid, whereas people receiving help are placed in a dependent 
position, needing to fit into the expectations of those giving aid and often in the role of 
always looking to others to provide very basic help . 25 

There are no easy answers to the question of how to structure service-learning expe- 
riences between individuals from different cultures or socioeconomic levels. Sigmon has 
advocated listening to those whose voices have traditionally been marginalized . 26 He has 
suggested that program leaders focus on expanding that limited relationship and “slow 
down, even curtail some of our direct service work, and examine what we are doing, by 
going into communities and organizations to ‘sit down, be quiet, and pay attention ’.” 27 
Through that process, according to Sigmon, educators will “begin to hear of creative 
ways we can relate in mutual serving and learning across the boundaries of gender, race, 
age, credentials, economic status, national origin, faith, and educational attainment .” 28 
Cruz has asserted that it might be best to focus on the learning that can be shared 
between people, rather than on “service,” per se . 29 When possible, social studies teachers 
should seek projects in which the boundaries between server and served become blurred 
through mutual goal setting and collaboration. Although none of these ideas is a panacea 
for the problem of societal inequities, all may possess potential for service-learning prac- 
tice that fosters more equitable relationships and empowers those involved. 

Another equally challenging concern is the efficacy of service. Whether or not ser- 
vice activities actually have a long-term impact on social and environmental problems 
remains a question. Some educators have noted that service-learning activities, in and of 
themselves, are unlikely to change the deeply structured inequities in our society . 30 Purpel 
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has pointed out that “relatively modest successes can actually exacerbate problems through 
the process of co-optation in which amelioration serves to prop up the very structures 
that created the problems in the first place .” 31 Gorham has underscored that view and 
asserted the importance of advocacy activities in service-learning programs . 32 Recogniz- 
ing the limitations of service-learning activities, Leeds has urged taking a realistic view 
about how much service projects can accomplish 33 “Grandiosity is the enemy of a well- 
thought-out, inevitably small-scale attempt to make some impact on several overwhelm- 
ing social problems. At its best, service will demonstrate not only how much students 
and others might do but how much more needs to be done and thought about .” 34 

One reasonable response to this dilemma is to set realistic goals for what can be 
accomplished through service-learning projects. Service-learning practitioners need to 
imbue their work with a sense of reality and humility. Service-learning programs may 
not rid society of its ills, yet the limited gains they do accomplish can be heartening. 
“Problems surely can and should be ameliorated, suffering and pain reduced, justice and 
equity increased, peace furthered, violence lessened, meaning strengthened .” 35 Further- 
more, students can reflect on their service experiences, considering the underlying root 
causes for the problems they are addressing and develop ideas, as well as actual activities, 
for advocacy efforts aimed at altering larger structural concerns. 

TOWARD A FUTURE FOR SERVICE-LEARNING 

For service-learning to thrive in social studies programs in the future, many challenges 
must be met. Research studies focused on the outcomes of service-learning for students 
and communities must be generated to support the promising findings thus far and the 
substantial anecdotal evidence that supports the concept. In particular, studies Sire needed 
on effective service-learning practices that enhance social studies objectives. A study that 
involved interviewing social studies teachers about their decision of whether or not to be 
involved with service-learning would provide practical information for the field. 

In addition to research studies, attention must be paid to the logistical aspects of 
service-learning. A need exists for more curriculum materials focused on social studies 
content and objectives. Funding for project materials, transportation, and personnel to 
help coordinate the many logistical aspects of conducting service-learning activities must 
be secured. Controversies about whether or not it is legitimate to require students to 
complete service activities outside the time frame of the school day must be resolved. In 
general, if educators believe in the learning value of service-learning, they should strive 
to include opportunities for service within school hours. 



CONCLUSION 

Although considerable work still needs to be done to infuse service-learning effec- 
tively into the social studies, the effort is well justified. Social studies educators must 
avoid programs that result in simple “feel good” exercises and embrace those that foster 
learning about and embracing the notion of public virtue. Community participation in a 
democratic society should not be simply an option: it is both a right and responsibility. It 
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is the schools’ obligation and social studies’ mission to develop students who have the 
skills, knowledge, and attitudes to participate as informed and active members of their 
communities. 

Despite the current shortcomings of servicedearning practice in schools, educators 
should be encouraged by the potential that servicedearning offers to reinvigorate the 
social studies curriculum and actualize the meaning of citizenship. Purpel concluded his 
critique of servicedeaming with the following affirmation: 

Humanity’s greatest achievement would seem to be its persistence in its aspi- 
ration for goodness in the face of the incredible pressures for mere survival 
and self-enhancement. The arrival of the servicedeaming movement signals 
that this impulse has been re-energized with fresh urgency and hope . 36 
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COMPONENT OF CITIZENSHIP EDUCATION 



A Position Statement of National Council for the Social Studies 
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Approved by the NCSS Board of Directors, May 2000 

RATIONALE 

The mission of the social studies profession, since its inception, has been to develop 
informed and active citizens. To become responsible citizens, students must have access 
not only to content knowledge and core democratic values, but also to opportunities to 
learn citizenship skills and apply them to problems and needs in the community beyond 
the classroom. Service-learning provides essential opportunities for students not only to 
develop civic participation skills, values, and attitudes, but also to acquire first-hand knowl- 
edge of the topics they are studying in the curriculum. Service-learning provides an au- 
thentic means for using social studies content and skills to investigate social, political, 
and economic issues and to take direct action in an effort to create a more just and 
equitable society. Quality service-learning experiences may positively influence the fol- 
lowing aspects of student development: 

• Academic, problem solving, and critical thinking skills 

• Ethical development and moral reasoning ability 

• Social and civic responsibility 

• Self-esteem, assertiveness, and empathy 

• Political efficacy 

• Tolerance and acceptance of diversity 

• Career exploration 



DEFINITION 

Service-learning connects meaningful service in the school or community with academic 
learning and civic responsibility. Service -learning is distinguished from community ser- 
vice or volunteerism in two ways. First, the service activity is integrated with academic 
skills and content. Second, students engage in structured reflection activities on their 
service experiences. Quality service-learning activities meet a number of important crite- 
ria. In particular, they should: 



• Provide opportunities for student and community input in the design of the 
service-learning experience; 
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• Engage students in both meaningful service and essential social studies content; 

• Provide opportunities for reflection on the service experience and the con- 
nections between this experience, democratic values, and citizenship; 

• Focus on change rather than charity, enabling students to question prevail- 
ing norms and develop new ideas for creating a more just and equitable 
society. 

Effective service-learning projects go beyond simply using the community as a learn- 
ing laboratory for student development. Of equal importance is the attempt to solve 
community problems, meet human and environmental needs, and advocate for changes 
in policies and laws to promote the common good. Through addressing real-life prob- 
lems in their communities, students are challenged to work together to exercise the rights 
and responsibilities of democratic citizenship. 



BENEFITS FOR SOCIAL STUDIES TEACHING AND LEARNING 

Service-learning provides multiple benefits for social studies students, teachers, and their 
communities. First, service-learning activities provide relevant and motivational oppor- 
tunities for students to connect the principles and processes of democratic life with prac- 
tical community problem solving. Service-learning allows students to practice in the com- 
munity the civic values and concepts they are learning in their social studies classrooms. 
With guided practice in collaborative problem solving, they learn that they can make a 
difference. In addition, the practical application of social science knowledge to commu- 
nity problems gives some students a much-needed stimulus to enhance their academic 
achievement. 

Second, service-learning increases students’ awareness of the community and world 
around them, the unmet needs in our society, the agencies and institutions involved in 
attempting to meet those needs, and a variety of strategies that they can use to create a 
better world. Through service-learning, students connect with real individuals and insti- 
tutions working against injustice. They learn firsthand about the advantages of working 
as a group, the influence of public policy on human lives, and the intricacies of local 
government and community politics. 

Finally, service-learning enhances the development of democratic values and atti- 
tudes. Not only do students develop firsthand knowledge of such abstract concepts as 
justice, diversity, opportunity, equality, and the common good, but they also develop 
empathy and compassion for others. Through direct experiences working with others in 
the community, students learn that American society is “unfinished,” and that they can 
play a key role in narrowing the disparity between our democratic ideals and the reality 
of daily life. 
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CONCLUSION 

National Council for the Social Studies believes that service-learning should be viewed 
as an essential component of social studies education in the 21st century. Service-learn- 
ing greatly enhances the potential for social studies teachers to fulfill their mission of 
educating informed and active citizens who are committed to improving society through 
the democratic process. Students are less likely to become such citizens in a text-bound 
social studies curriculum that does not give them opportunities to practice their demo- 
cratic rights and responsibilities and to contribute to the common good. For these 
reasons, NCSS strongly supports the integration of quality service-learning activities 
into the K-12 social studies curriculum as well as all social studies teacher education 
programs. 
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